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The mission of the Wisconsin Research and Development Center
for Cognitive Learning is to help :learners develop as rapidly
and effectively as possible their potential as human beings
and as-contributing members of society. The R&D Center is
striving to fulfill this goal by

® “conductinq research to discover more about
how children learn v ‘

® developing improved instructional strategies, i
processes and materials for school administrators, .
teachers, and children, and . ?

2

® -offering assistance to educ%torl and citizens
which will help transfer the outcomes of ‘research
and development into practice - o

PROGRAM ®

The activities of the Wisconsin R&D Center are organized
around one unifying theme, Individually Guided Education.

FUNDING

The Wisconsin ReD Center is supported with funds from the
National Institute of Education; the Bureau of Education for
the Handicapped, U.S. Office of Education; and the University
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motivational needs of each child.

Al
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INTRODUCTION .

B

~
- -

Eﬁ_;‘.on (IGM) was developed

The system of Individually-Guided Mo
at the Wisconsin Research and Development
ing as a complement to the 'system of Indivi ually Guided Educativon
(IGE). The IGE system is designed to tailor:the curriculum of each -
child according to his individual instructional needs;and character-
istics; similarly, the IaM system is designed to meet the Ginique

ér for Cognitive Learn-

+

!

I
The system of IGM was developed to assfist teachers in establishinb
and maintaining within each child high motilvation to learn. As a i
systematic approach to motivating children/ it offers a striking con-
trast to haphazard and occasional attemptsﬁto influence a child's
interest in learning. The system of IGM ik based on the consistent
application of effective motivational prin%iples such as focusing
attention, modeling, goal-setting, reasoning, providing feedback, and
reinforging. These principles provide the focal point for the four
motivational-instructjonal procedures that have Reen developed for

the elementary school classroom: )

1. Adult-Child Conferences to Encourage Indépendent Reading
2. Teacher-Child Conferences to Sgt Goals in Subject Matter
° Areas . :
3. Guiding Older Children as Tutors
4. Small-Group Conferences to Encourage Self-Directed
Behavior
This paper reports tbe 1972-73 small«scale field test of the third
procedure; . :

The tutoring procedure is unique among the four procedures that
compose the IGM system because it calls on teachers to prepare students
to apply the motivational principles inherent to its success) while in
the other three IGM procedures the teacher applies the principgles
directly. In tutoring, although the teacher Preassesses the tutee
and determines the instructional objective for the tutoring sessions,
it is the tutor who isbresponsible for applying the motivational
principles as he and his tutee work on the subject matter at hand.
These principles--focusing attention, modeling, providing feedback,
and reinforcing=--are the means used by the tutor to increase the
motivation, self-direction, and skill achievement of his tutee.

A controlled tutoring experiment conducted by the Center (Quilling,
Cook, Wardrop, & Klausmeier, 1968) showed tutoring to be an effective
way of improving skill achievement. In the second semester of the
1966-67°§choolxyear, 22 pupils in a primary unit of an inner city

. Milwaukee, Wisconsin, school were rand selected to be tutored in
math. The remaining.35 children in this pigary unit formed two
its

control groups. After: six instructional un the children receiving
q

~

L 16 R

he
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assistance from a randomly assigned éixth-grade‘tutor had,gch;eﬁed -
significantly more' math skills than the children in-the tWo control
1 \($’ groups. The math instruction was the same tfor all the children,’ in-
: - ~ c¢luding individual help from the, teachers es needed. . . .
~*Subsequent to this ‘controlled experzmbnt and ‘the research done
‘on the‘other three motlvatlonal-;nstrgctzonal procedures, a book was
.written to describe the IGM system anénpbw,to~implement it in .
. %elementary schools. This book, Individually Guided Mdtivation: Guide-
- lines ‘'for Implementatiopn,l and a package of five films constitlted
the materials for teachers using the IGM system. These matdrials
1 were used in the small scale field test reported in this paper. As
a result of this field’' test the book was-revised and divided into
four separate manuals. These currently include an implementation
text,# an inservice manual, 3 a guide for volunteer adults-holding
idﬁependent reading conferences,4 and a booklet for tutoz"s.5 L

e .. ~

i o Tt
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I

FIELD TEST PLAN ' .

FIELD -TEST OBJECTIVES

.

The orlg;nal IGM implementation book and the five films were
de51gned to provide school persornel with sufficient information to
implement the procedures. Whether these materials fulfil this
goal with regard to the tutoring srocedure was a special céncern of
the tutoring small scale field test. The field test also considered
whether the objectives of the tutoring procedure itself were accomplished.
That. is, could the adults and tutors carry out the tasks identifjed in
the implementation guide in order . to accomplish the overall objectlve
of increasing tutee motivation, self-dlrectlon, and achievement? As a
result, six objectives were stated for the field test of the motivational-
+ instructional procedure Guiding Older Children as Tutors. Four field
test objectives were directly concerned with the inherent objectives of
the tutoring procedure, and two considered the adequacy of the IGM ) ) ’
.materials: ‘ ‘ .

Objectives of the tutoring procedure: .
1. The tutee increases his motivation and self-direction.
2. The tutee increases his skill achievement in the sub-
ject matter of the tutorlng,se551ons. : =
.3. The tutor demonstrates his ability to conduct tutoring N .
sessions. .
4. The teacher demonstrates hi's ablllty to implement the
motivational-instructional procedure, Guiding Older
Chlldren as Tutors.

gyjectlves concerning the IGM materials:
5. The information provided in the book Individually
Guided Motivation: Guidelines for Implementation and’
in the ¥ilms "Guiding Children as Tutors" and "Individ-
ually Guided Motivation: _An Oyerv1ew“ proves sufficient
to support jmplementation of the tutoring procedure.
. €. The motivatfonal-instructional procedure Guiding Older
-'Children as Tutors proves to be a feasible curriculum
component for elementary schools. ‘

'.\ )
SUBJECTS

E

The field test of the tutoring procedure was held in two
middle class Milwaukee, Wisconsin, multiunit schools, Victory




o

o

%

)

3

. aration period.

"ing children served as a comparigon group.

~ tive users of IGM.

- The‘re-v
spective respoh51b111t1es of the Center and the schoals .were outllned

glementary Schogl and Henry David Thoreau’ Elementary S¢hool:
i1. a Memorandum of Agreement (Appendix A). <

EBach ‘school determlned the subject matter for tutor1ng and the
nufiber of adults and puplls to. participate-in the tutoring procedure.
Table 1 reflects these decisions. At Victory tutoring was carried out
in .one un1t of fourth, fifth, and sixth graders. | A1l of the 31 fourth
graders in ‘Unit- IV were selected as potent1a1°tu!£és because they were
Judged by their teachers to be below their expected level on the Word.
Attack component of the Wisconsin Design for Reading Skill Development
(WDRSD) At the end “of the tutoring procedure, 22 ‘of these pupils
actually had been tutored. Twelve sixth‘graders were originally
chosen as tutors®but 2 "very quiet" boys dropped out during the prep-
Thus there were 10 tutors and 22 tutees, at Victory.
‘Each tutor 1nstructed anly one tutee at.a t1me. Because of all the
fourth 'graders in Unit IV were de51gnated as potential tutees, the -
fourth graders in Unit III served as a tutee comparison group.

A unit teacher was provided released time by the unit liader in
order“to serve as the coordinator for tutoring. 'The four homeroom
teachers in Unit IV and thelr unit leader, the principal, and a
Central Office consultant made up the group of part1c1pat1ng adults
at Victory. .

' At Thoreau teachers and pupils in three units part1c1pated In
Unit B 30 pupils were sel2cted-as potential tutees; & of these, chosen
randomly, became tutees, and the remaining 24 served as a comparison
group. The 6 tutees were tutored in reading by 6 tutors-from Unit C.
In addition, the Unit C staff -identified 32 pupils -as potential math
tutees. Six of these, chosen randomly, became tutees and the remain-
Unit D provided 6 math
tutors for the Unit C tutees. Approximately one-third of the way
through the tutoring %e551ons, 1 math tutee dropped out because she
and her parents felt that she d1d not need tutoring.
by another randomly chosen tutee,. and this resulted in a total of 7
math tutees overall. Halfway through the tutoring sessions 1 of the
math tutees moved out of the school district. . She was not replaced.

The Reading Center bteacher was the coordinator for the reading
tutees and tutorsq while the Learning Center teacher served as
coordinator for the math tutees and tutors. -A tbtal of 12 teachers
from Units B, C, and D, the 2 coordinators and their aides, and the
principal made up the group of participating adults at Thoreau:

-

'PROCEDURES AND IMPLEMENTATION

The Center sponsored a 2-day workshop in July 1972 for prospec- -
Seven field test personnel attended this work-

She was replacedf

shop; they paid particular attention to the information provided about

the tutoring procedure. The principal and the unit teacher who had
. been identified as the tutoring coordinator came from Victory.
Thorgau was represented by its principal, two unit leaders, a unit

- teacher, and-the coordinator for the reading tutees and tutors.
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Tovprepare:themselves for implementing the tutoring procedure the
staffs of the field test schools performed ‘a variety of planning
tasks. These included holding a local inservice, selecting the sub-
ject matter areas for tutoring, choosing tutees and tutors, assigning
staff responsibilities, preparing.tutors, and setting up tutoring
times and places. o - @

At Victory the principal and coordinator conductdd two local in-
service sessions, totalling 1.5 hours. Subsequently, all the fourth
graders in Unit IV were selected to be tutored on Level C of the .
Word Attack component of the WDRSD. Each of the four homeroom teachers *
submitted the names of sixth graders who he thought:would be effective .
and responsible tutors. The coordinator then selected as tutors the
pupils who had completed all the Word Attack skills. _

All the«Unit IV pupils were grouped for reading according to
skill needs. Consequently, each of the four homeroom teachers had
tutees in his reading skill groups at one time or -another. It was
the responsibility of the skill group teacher to prepare specific -
tutoring activities for each tutee in his group. '

Tutor preparation consisted of eight 40-minute sessions. A
supervisor from the Milwaukee central office assisted by preparing
five of the tutors while the coordinator prepared tne other five. The
format for the sessions was basically the same for all tutors. The
tutoring sessions began in mid-December 1972_and‘ﬁere held twice a week.
Each tutee was tutored for an average of 12 sessions; the range was
1 to 32 sessions. - Tutoring ended in late May 1973.

At Thoreau the principal and: the reading coordinator took primary
responsibility for the local inservice program, which consisted of
five 30-minute sessions. The Instructional Improvement Committee (IIC)
then chose the subject matter areas for tutoring--reading for the Unit
B pupils and math for the Unit C pupils. Six tutees were zandomly
selected from a larger pool of pupils who showed a lack of achievement,
motivation, and social skills. Twelve tutors wno exhibited patience,
interest, understanding, and a knowledge of the subject matter were :
chosen. They were matched with the tutees on the basis of personality,

L

sex, and race. . L F
The reading tutees' homeroom teachers were responsible for pre-

 paring specific tutoring materials for them, while the math skill
group teachers performed this duty for the math tutees. The two

o

coordinators were responsible for preparing the tutors and organizing- -

the times and places for each pair to meet. -
Tutor preparation consisted of six 30- to 40-minute sessions.
Math tutoring started in mid-November and consisted of 52 sessions.
The reading tutees held the first of their 48 sessions in early December.
The 20- to 30-minute sessions were-held three times a week and ended in

early May. : ! ‘ .
. , ,

INSTRUMENTATION - .

In order to accomplish the field test 6bjectiyes, a variety of
.instruments were used to assess the motivation and achievement of the
tutees, the proficiency of the tutors and teachers, and the usability

£.
(¥
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of the IGM materials. A summary of the instruments and when they were
used is provided in Table 2. .
. Two instruments were used to ascertain whether the tutee's moti-
- =vation and.self-direction increased during the tutoring procedure.
. \ Each ihstrument included items to assess both motivation and self-
directiori. The first instrument consisted of the first ten items of
Table 2.2 of the IGM book (Appendix B) and measured the pupil's "general
Jevel of motivation"; it asked.if the pupil attends to tasks, if. he
begins tasks promptly, if he returns to tasks voluntarily after an
interruption, etc. All children in the participating units were
assessed with this instrumert by their homeroom teacher both before
and after the tutoring procedure. At Victory the pretutoring assess-
ment was doné immediately prior to tutoring (baseline); at Thoreau it
was done 6 weeks before tutoring started (prebaseline). The children
identified as tutees and their comparisons werd“alga-assessed midway
through the tutoring procedure. At Thoreau, the tutees and their
comparisons were also assessed immediately prior to tutoring (base-
line). Consequently, four scores were available for the Thoreau
tutees and their comparisons, three scores were available for the
Victory tutees and their comparisons, and two scores were available
for the remaining children in the participating units. The teachers
were not always consistent about including every child on these assess-
ments. Consequently the number of available results varied from
assessment to assessment, especially at Victory.

The second instrument dealt with the tutee's motivation and self-
direction during the tutoring sessions and while working on the
tutored subject matter outside of the sessions. The tutor answered .
the first eight items, which dealt with the tutee's behavior during the
3sessions, while the tutee's teacher completed the last three items,
which concerned the tutee's behavior outside of the sessions. Table
5.4 from the IGM book was used for this assessment although #ts format
and vocabulary were revised to make it easier'fp:‘the tutor to use
“(Appendix B). This assessment was completed thrée times, at approxi-
mately the beginning, middle, and end of the tutbring sessions,

. The instruments used to assess the tutee's skill achievement were
selected by each school as a result of itg‘choice of the tutored sub-
-ject matter. At Victory it was first thought that the Level ‘B skills
for the Word Attack component-of the Wisconsin Design would be the
appropriate level for tutoring. Upon- completion of the criterion-
referenced tests for this level, it was discovered that all the
potential tutees had mastered this level. Because of the need to
reassess at a higher level and the time used for this process, the
original plan of obtaining a prebaseline score at Victory was discarded.
A baseline score was then obtained on the Level C Wisconsin Tests of
Reading Skill Development: Word Attack for both the potential tutees
and their comparisons. Mid-tutoring and énd-tutoring scores were
also gathered. '

At Thoreau prebaseline and baseline assessments were accomplished
for both reading and math tutees and their gomparisons. The reading
coordinator developed her own test of 10 reading skills by borrowing
items from various standardized tests and devising some items herself

1§
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(Appendix C). The math tutees were assessed with the diagnostic tests
accompanying Books 2 and 3 of the Addison-Wesley. Elementary School
Mathematics Program currently in use at Thoreau. Mid-tutoring and end-
tutoring scores were also obtained.

To evaluate the tutors' performance three different 50 percent
random samples of tutors complieted a self-evaluation form at seven-
week intervals during the procedure. Table 5.2 in the IGM book lists
17 specific tasks to be performed by the tutor. This table was used
both as the self-evaluation form and as a guide for a Center staff
member who observed two to four tutors during three visits to each
field test school (Appendix D).

The ability of the teachers to implement the tutoring procedure
as suggested by the IGM book was assessed with two checklists. The
first checklist (Table 5.5 in the IGM book) listed the planning tasks
to be performed as a school prepared for tutoring. This table was j@m\
used once as the basis for a Center monitoring interview with the ~ o« §
principal and coordinator(s) at each ‘school. The second instrument
(Table 5.3 in the IGM book) identified the maintenance tasks necessary
to keep the tutoring procedure running smoothly. It was used by a -
Center staff member to interview the coordinators three times a* 7-week
intervals during the use of the tutoring procedure. 1In addition, three
different 50 percent random samples of participating adults responded
to whether or not they had completed" the tasks listed on the table.

This self-evaluation took place at seven-week intervals. (Both tables
can be found in Appendix E.) ’

To evaluate the sufficiency of the IGM book and the accompanying
films, comment cards and interviews were used. A 50 percent random
sample of participating adults was asked to complete comment cards on
an ad hoc basis. This sample was instructed to comment on ahy or all
aspects of the materials or on the guidelines presented in the boak y
or in the films. Of particular interest were problems or dlfflcﬁltles
encountered in using the materials and guidelines. These adults were - u
also asked to specify ‘any successes they had in using the materials and
any particularly helpful parts of the materials. During the field test
41 comment cards were collected ‘(Appendix F).

In addition to the comment cards a series of four formative interviews
was held with the coordinator to ask specific questions about the sufficiency
of the IGM book and films. These interviews were primarily based on a list
of formative evaluation qQuestions raised by the Gevelopers.of the IGM
materials (Appendix F), but also included questions on issues mentioned
on the comment cards: At Thoreau a meeting was held with all interested
teachers at the end of the year to allow them to.make further comments
and suggestions about the tutoring materials. The results from the v
comment cards, the formative interviews, and the meeting with Thoreau
teachers formed the basis for subsequent revisions of the IGM materials.

The comment cards, the formative interviews, and the meeting with
Thoreau teachers were also used to ascertain the feasibility of the
tutoring procedure. Of particular interest was the amount of teacher
and pupil time needed to implement the procedure. Whether or not its
guidelines for implementation were usable in a "real world" setting was
also a special concern of the field test. ) . .

1¢.
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RESULTS AND DISCUSSION °

9

TUTEE MOTIVATION AND SELF-DIRECTION

Objective:

Two instruments were used to assess
with both motivation and self~direction.

The tutee -increases his motivation and gelf-
direction. .

is objective; each dealt
e first instrument con-.

cerned the tutee's general level of motivation and self-direction and

the second assessed his motivation and self-direction during the - ’
‘tutoring sessions and while working on the tutored subject matter out-
side of the sessions. . A mean score was obtained for ‘each subgroup for
each administration of these instruments. ' :

s

General Level of Motivation and Self-Direction:

-

Table 3 reports the combined results of the tutees and of their
comparisons at Victory and Thoreau. The baseline assessment was made
just prior to the beginning of the tutoring sessions. The mid-tutoring
assessment was made approximately halfway through the sessions, and -
the end-tutoring score was obtained after the last session.

+ TABLE 3

GENERAL LEVEL OF MOTIVATION: a
BOTH SCHOOLS, TUTEES AND COMPARISONS

Baseline Mid~-Tutoring End-Tutoring
N X SD N X SD N "X SD -
— -
Tutees 35 1.56 0.42 35 2.01 0.52 28 1.87 0.52
70 1.80 0.49 | 77 1.89 0.52 71 1.94 0.59

Comparisons

aScale of 1-3.

11 2,
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The favorable increases for the tutees from the combined scores

- are gomewhat misleading because all the change took place at Victory, as

" indicated by the results in Table 4. Victory scores are reported for
the tutees, their comparisons, and the nontutored students who were

0 originally designated as potential tutees. (Only 21 of the 30, com- L.

parison students were assessed by teachers during the baseline period.
This apparently was due to an oversight.) The tutees' scores on
general level of motivaticn were closer to the higher scores of the
comparisons after tutoriing than they were before. This is also true
of the non-tutored group, but not to the same extent.

Despite minor fluctuations in the scores at the Thoreau school
there was basically no change in general level of motivation for either
the tutees or their comparisons. One reminder is in order at this point.
The Victory tutees were not randomly selected from a larger ccmparxscn

* group. Rather, they were identified as potential tutees by virtue of
being fourth graders in Unit IV. The fourth graders from Unit III
served as comparisons. The tutees at Thoreau were randomly selected
from a.larger group identified as potential tutees, and the remaxnxng v
- students served as comparisons.

[r=

-

TABLE 4 S

GENERAL LEVEL OF MOTIVATION:
o VICTORY TUTEES, COMPARISONS, AND NONTUTORED STUDENTS,
‘ ' THOREAU TUTEES AND COMPARISONS2

i

Prebaseline Baseline Mid-Tutoring End-Tutoring
| N X sp | N X SD N X s | N X sp °
victory : -
Tutees - e= 2= |22 1.39 o0.26| 22 2.10 0.52 |16 1.82 0.45
Comparisons -- = -- -~ |21 1.84 o0.52| 30 1.97 0.53 |30 2.02  0.56
~  Nontutored __ __ - 8 1.31 0.29| 6 1.60 0.42 | 7 1.61 0.39
Students .
Thoreau i ‘ A
" Tutees 13 1.94 o0.48 | 13 1.85 0.48 | 13 1.85 0.51 | 12 1.94 o0.61
Comparisons 50 1.85 0.55 | 49 1.78 0.47 | 47— 1.84 0.52 | 41 1.87 0.61

a8ca1e of 1-3.

K]
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The results from Thoreau can be broken down into the results for
the reading and math tutees and their corresponding comparison groups.
This breakdown is shown in Table 5. The scores of the reading tutees .
increased more than those of their comparisons while the scores of the
math comparisons “increased more than those of corresponding tutees.
These mixed results reinforce the conclusion that tutoring didinot in-
crease the general level of motivation for the Thoreau tutees. -

TABLE 5

GENERAL LEVEL OF MOTIVATION:
THOREAU READING TUTEES AND COMPARISONS," .
AND MATH TUTEES AND COMPARISONS?2 :

Prebaseline Baseline Mid-Tutoring End-Tutoring

N X sD | N X sp | W X SD N X  sp
Reading - B
Tutees 6 2.07 0.39 6 1.93 0.35 6 1.88 0.43 6 2,07 0.60
" Reading v
Comparisons 24 2.05 0.54 24 1.95 0.41 | 22 1.99 0.52 18 1.96 0.65
Math ‘ .
Tutees 7 1.83 0.54 7 1.77 0.59 7 1.81 0.65 |. 6 1.82 0.65 .
Math

Comparisons 26 1.66 0.50 | 25 l.61 0.47 25 1.70 0.50 23 1.80 0.58 °

aScale of 1-3.

An interesting sidelight resulted from a comparison of the tutees'
motivational level with that of other students in the participating )
units, as shown on Table 6. At Victory the remaining students (those N
who had not been identified as tutees, tutors, or comparisons) were
- assessed immediately prior to the tutoring sessions (baseline) while
at Thoreau these students ‘yere assessed six weeks before tutoring
started (prebaseline). ' o
- At Victory the tutees scored 0.76 lower than the other students
on the baseline assessment. At the end-tutoring assessment they
‘Scored .45 lower, thereby coming closer to the rest of the school in
terms of general level of motivation. At Thoreau, there was little or
no difference between the tutees, the comparisons, and the others i
the participating units throughout the year. .
' It was also interesting, though not a part of the field test ob-
jective, to see how. the tutors compared to the tutees and the others
in terms of general level of motivation. ~The IGM book suggested that _—
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high levels of motivation and self-direction are characteristics to look
for when selecting tutors. The results on Table 6 indicate that teachers
did take these factors into account. The tutors at both schools scored
very high on the first assessment--2.75 at Victory and 2.72 at Thoreau
on a 3-point scale. Although their scores on the end-tutoring assess-
ment dropped slightly the tutors still scored quite a bit higher than
the tutees and the others.

In summary, it can be said that the tutees at Victory increased
somewhat in general level of motivation and self-direction while those
at Thoreau did not. The Victory tutees gained 0.35 more than their
comparisons and 0.13 more than the non-tutored students. They also
closed the gap on the other students in the participating units by 0.31
after tutoring. Thoreau tutees and their comparisons stayed basically
the same throughout the Procedure; minor fluctuations favored first

I
one group and then the other. Their scores were similar to those of
the other students in their units throughout the procedure. The tutors
at both schools scored higher on general level of motivation and self-
direction than the tutees and others both at the beginnirg and end of
the tutoring procedure.
) TABLE 6 ~
GENERAL LEVEL OF MOTIVATION: - o -
VICTORY AND THOREAU TUTEES, COMPARISONS, TUTORS, AND OTHERS
Prebaseline’ Baseline Mid-Tutoring End-Tutoring
N X SO N X sp* N X SD N '3 SD
?
Victory
Tutees — == " = | 22 1.39 o0.26 |22 2.10 P.52 | 16 1.82 _0.45
Comparisons =-- == -- 21 1.84 0.52 | 30 1.97 0.53 30 2.02 .0.56
Non-Tutored ' o )
Students - -- -- | 8 °l31 0.29 6 1.60 0.42 7 1.61 0.39
Tutors -- - - 10 2.75 0.33 | —= - - 10, 2.58 0.36
Others -- - -~ ]152 2.17 0.61 | -- -— == 144 2.27 0.53
Thoreau
Tutees 13 1.94 0.48 13 1.85 0.48 | 13 1.85 0.51.| 12 1.94 0.6l
Comparisons 50  1.85 0.55 49 1.78° 0.47 |47 1.84 0.52 41 1.87 0.61
Tutors 12 2.72 0.42 | == —- == = == - 12 2.69 0.29
Others ’ 357 2.04 0.62 | --—- - - - -- - 307 1.96 0.55

4 N
a #
Scale of 1-3.

o

24
< .
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Motivation During -Tutoring and while WOrkihg on_Tutored Subject Matter

The second instrument used to assess the tutee's motivation and 5 .
self-direction considered his behavior during the tutoring session (assessed
by the tutor) and while working on the tutored subject matter outside of
the tutoring sessions (assessed by the teacher who was responsible for
Preparing the specific tutoring activities). The assessment was given
three times. Because of the nature of the questions, it was not possible
to obtain a baseline seore; consequentlf, the three assessments approximate
the beginning, middle, and end of the tutoring period. ° .

The two field test schools completed this assessment differently
because of their different arrangements for tutoring. At Victory 10
tutors instructed all 22 tutees; thus no one tutor necessarily assessed
the same tutee each time and not every tutee was assessed each time. At
Thoreau the tutors and tutees were paired at the beginning and never
changed. 'As a result each tutee was agsessed by the same tutor all three

times. Because of this difference in the use of the instruments it is .
not possible to combine the scores for the two schools. The results for
Victory and Thoreau aré given separately in Table 7. ’ .

At Victory the scores of the tutees increased slightly from the

first to the second administration, and then dropped from the second to

third, resulting in an overall decrease of 0.1l points. It should ke

noted that the tutees' scores were at a relatively high level to start

with, 2.55 on a 3-point scale. It may have been unrealistic to expect

an increase in these scores. At Thoreau the scores of the tutees showed . v
a very slight increase over the.three administrations. Their beginning
-level was also relatively high, 2.20 on a 3-point scale. The slight
increase at Thoreau is a function of a minor improvement in the reading

tutees, however, as can be seen by the results on Table 7. . v

ar

TABLE 7

MOTIVATION AND SELF-DIRECTION DURING TUTORING
SESSIONS AND WHILE WORKING ON TUTORED SUBJECT MATTER:
~ VICTORY AND THOREAU TUTEES2

9

First . Second * .Third
Administration Administration Administration
N X SD N X SD N X sp -
Victory 9 2.55 0.12 10% 2,67 0.27 ,| 9 2.44 0.30
Thoreau 12 2.20 0.22 |12 2.18 0.25 |11 2.2¢4 o0.29
Reading 6 -2.17 0.19 6 2.24 0.26 6 2.29 0.31
Math 6 2.23 0.26f 6 2.11 0.25 5 2.18 0.30

aScale of 1-3. .

v -
. .
i} ‘g . .
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In summary it can be said that although the tutees did not show 7 »
substantial increases in their motivation and Self-dzrectzon during
the tutoring sessions and while working on the tutored subject matter,
they maintained fazrly high levels throughout the tutoring procedure. - .
An 1nterest1ng feature of these results is the difference between’
the assessments made by the tutors and ‘those made by the teachers. The
tutors consistently gave higher scoreg to the tutees. ' Table 8 indicates
the grand means Qf the scores given H} the tutors and‘the scores given
by the teachers. Whether the higher scores given by the tutors were
a function of A& difference in the intqrnal scales of the tutors and
the teachers or were due to an actual[difference in the behavior of
the tutees during and outside of the fessions is unclear. . .
>

TABLE 8 o -
GRAND MEANS OF TUTOR-ASSESSED MOTIVATION DURING TUTORING

. . SESSIONS AND TEACHER-ASSESSED MOTIVATION .
WHILE WORKING ON TUTORED SUBJECT MATTER2 L

+ LY

Motivation During Tutor- Motivation While Working on
ing Sessions (8 items) - Tutored Subject Matter
Assessed by Tutor (3 items) Assessed by Teacher
s X . sp N . X sb
'Victory 28 2.81 0.22 27 1.84 .54
Thoreau 3/ 2.35 0.27 } 35 1.81 0.51 &2
_________ ‘_c—_—_.—_———_—_———————
. Reading - . 18 2.38 0.28 | . 18 1.83 0.43
Math 17 2.32 0.27 17 1.78- 0.59
a N Y . £ »
+ -Scale of 1-3. . &

©
o,

It is also interesting to compare the two measures of mbtivation‘
and self-direction used in the field test. The tutees scored consis-
tently higher on the instrument assessing their motivation durzng the -
sessions and while working on the tutored.subject matter outside of the
sessions than they did on the instrument assessing their general level of
motivation. Table 9 shows the grand means for these two instruments. It
might be thought that these results 1nd1cate that the tutees were more
hzghly motivated by tutorzng experiences than by school in deneral. The
higher scores on the ‘futoring-related instrument, howéVeéE, were once
again a function of the tutor-given scores, ‘as can be seen in Table 10.
The teacher-given scores for general level of motzvatzon and for motiva-
tion while working on the tubored subject matter were very similar, -

.25 .

-




while the tutor-given scores we#re substantially higher. This is true for
both schools and for both the reading and math programs at Thoreau. Again,
it is unclear whether these results were due to a‘difference in the
behavior of the tutees 1n the different- settxngs, or to a difference

in the expectations of the tutors dnd the teachers.

1

TABLE 9 : .

GRAND MEANS OF GENERAL LEVEL OF MOTIVATION
AND MOTIVATION DURING TUTORING SESSIONS a
AND WHILE WORKING ON TUTORED SUBJECT MATTER

-

Motivation During Sessions

_ General Level of and while Working on the
) Motivation Tutored Subject Matter -
o, - N X ) N X )
" Victory 60 1.76 0.52 28 2.56 0.25 .
Thoreau ' 51 1.89 0.51 35 - 2.20 0.25
”————__—-—-‘ ——————— — A G G —— —— q——— — G— — — —
Reading .’ 24 1.99 0.43 18 - 2.23 0.25
Math o027 1.80 0.56 17 % 2,17« 0.25
a8ca1e of 1-3.
‘T . 1
R 4
1
TABLE 10 - . i

)

- GRAND HEANS OF GENERAL LEVEL OF MOTIVATION,
. MOTIVATION DURING TUTORING SESSIONS AS ASSESSED BY TUTORS,
: AND MOTIVATION WHILE WORKING ON TUTORED SUBJECT

MATTER AS ASSESSED BY TEACHERS‘ N
’ General.Level Motivation During Motivation While Work-
. of Motivation, Tutoring Sessions, ing on Tutored Subject
Assessed by Teacher - Assessed by Tutor Matter, Assessed by Teacher

N X sD N X  sp N X sD

~ Victory 60 1.76 - 0.52 28 2.81 0.22 27 “1.84 0.54

Thoreau ] 5£ 1.89 0.51 35 2.35 0.27 ) 35 1.81 | 0.51
Reading 24  1.99 0.3 | 18 2.38 0.28| 18 1.3 o045

‘Math 27 1.80\ 0.56 ) 17 2.32 0.27.) - 17 1.78 0.59

¢ ©»

%Scale of 1-3.
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 only during tke second period.
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~Summa£x . .

In sumhary, two instruments were used to assess whether the moti-

.vation and self~direction of the tutee increased. With regard to

general level of motivation and self-direction, there was a positive

" trend for the Victory tutees while there was basically no change at

Thoreau. At Victory; the scores of the tutees were substantially lower
than those of the other students ‘in the school at the beginning of the
procedure, -but were closer to them at the end. At Thoreau, the scores
of the tutees were similar to those of the others throughout the
tutqQring procedure. The tutors at both schools scored hzgher than the
tutees and the other students throughpout the procedure.

There was no increase in motivation and self- -direction during the
tutor1ng sessions and while worklng on the tutored subject matter. out-
szde of the sessions, although the tutees demonstrated a fairly high
level at the start and maintained it throughout the tutoring procedure.
In addition, the ratings given to tutees by tutors were consistently
higher than those given by teachers. This was true for both schools
throughout the tutoring procedure. '

, 1

TUTEE ACHIEVEMENT ~
, <3

Objective: The tutee increases his skill achzevement in
the subject matter of the tutor1ng seSSlons.

v,

At Victory the instrument used to assess this objective consisted:;
of tHe sixteen subtests of the WTRSD Word Attack, Level C, Form P. Of
the sixteen skills tested, twelve wére the subject of tutoring. The
mean percent scores of correct items are reported in Table 11 for the
twelve skills. The reported scores consider when the tutoring on these
skills occurred and are for only those testing occasions irmediately

prior to and immediately following the tutoring sessions. Three tutoring

periods are differentiated. 1In the first tutorzhg period (between the
baseline and mzd-tutorlng testzng) 14 tutees were tutored on an
average of 2.1 skills. In the-second period (between the mid-testing:
and end-testing occaszons) 13 tutees were tutored on an average of

1.6 skills. Six tutees ‘were tutored on an .swerage of 2.0 skills

‘during both periods. Overall pretutoring and posttutoring mean

scores are also included. ‘These two scores are weighted means of

the pretutoring and posttutoring mean scores of the three groups of
tutees. The end-tutoring mean score was used for the posttutoring

score for the tutees tutored during both periods, while the mid-tutoring

mean score was used as the pretutoring score for the tutees tutored
~ .

© " i

~

0o
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TABLE 11 '
. . R - . »
MEAN PERCENT.  CORRECT ITEMS ON WTRSD LEVEL C o ot
-« SUBTESTS FOR TUTORED SKILLS: T R s
THREE -GROUPS OF yICTORY~TUTEESA .
Tutees ‘ N® | Baseline 'Hid-TﬁtorinQ’ End-Tutoring
Tutored in first period 29 70.4% 84.9% Tem
Tutored in second period | 25 -- 71.9% 81.0%
Tutored in both periods 12 | e4:08 | 72.4% » 75.4%
Overall pre-post |66 | “69.8% |  -- . 81.7% ,
3combination of students and skills. _ - ‘ . -
The data reported in.Table 11 reveal a substantial increase ‘in
the reading achievement of the tutees. The first two groups of tutees
attained mean scores that surpassed the.80% mastery level and the
overall posttutoring gcore was above this level. The other group of
tutees were tutored during both periods. Tutees in this: group had sub-

stantially lower mean baseline scores than the tutees in the other two
groups but at the end of the first period the mean scores increased
to the pretutoring level of the other two groups. The tutoring that
" was continued during the second period, however, did not increase
" their mean scores to the posttutoring level of the other two groups. -
The effect of the tutoring was not extended much through more tutoring.
In order to create a truer comparison group for these three groups of
tutees, an attempt was made to Select a combination of students and
- skills identical to that of each group of tutees. In other words,
if six tutees were tutored on Skill 1 during the first period, then .
six Skill 1 scores from the comparison students were randomly selected:
to contrast with those/pf the tutees. o V
The firs¢ step in this process was to reduce the number of students
in the comparison gromp from thirty to twenty-two, the size of -the
tutee group. * This was done through random sampiing. The next step
was to record all thedpaseline scores from the 22 comparison students -
that fell within the ange of baseline scores exhibited by the tutees.
This set of baseline scores provided a pool of students who would have
been eligible for tutoring. The subsequent -mid> and end-tutoring
scores for this simulated compatison group were contrasted with those
of the tutees. The 'scores were randomly drawn under the following
conditions: each skill was represented the same pumber of times that
it was for the tutees and the mean number of skills within each period
was the same as for the tutees. For example, if Skill 2 was included
eight times in the total tutee score, then eight randomly selected -
scores on, Skill 2 were. included for thé total comparison group score.
If a total of 3 skills were included during the first ‘period for the

s , o oy, - -
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tutees then 3 skills were included . :for this period for the comparison
group. The match was not perfect, _The range in the number of skills
per student was somewhat lower for the simulated comparlson group than
for the tutees (1-5 versus 1-7). The mean scores for the three
simulated groups of students are ‘shown 'in-Table 12. The overall pre-
tutoring posttutoring scores were calculated in the same manner as i
for the tutees. : :

v

TABLE 12

MEAN PERCENT CORRECT. ITEMS ON WTRSD LEVEL c
SUBTESTS FOR TUTORED SKILLS: -
THREE SETS OF VICTORY COMPARISONS

Comparisons (Simulated) N Baseline Mid-Tﬁtéring End-Tutoring

First period |20 64.3% 75.2% -
Second period 25 - 81.4% © 85.3%

o Both periods 12 60.7% 72.9% 78.3%

Overall pre-post 68 65.2% ’ - d00 74.4%

i

@ combination of students and skills.

In creating this simulation it was not assumed that the students
in the comparison group received instruction in the selected skills.
It was assumed that the students had skill deficiencies similar to
those of the tutees. Some of them must have received instruction in
the selected skills; it is possible that many did. Victory is a multi-
unit school using the Wisconsin Design for Reading Ski]ll Development.
It is standard operating procedure for multiunit schools to provide
instruction that accommodates the learning deficiencies of the students.
The data reported in Table 12 show an increase in the reading
achievement level that is slightly less than that of the tutees. The
simulated comparxson group showed a 9 percent increase from the overall
pretutoring score to the overall posttutoring score. The achievement 1
level of the tutees increased 12 percent between these two measures.
At Thoreau the two sets of tutees were tutored in different subject .
; matter areas (reading and math); thus it was not possible to obtain a
. ~ single set of'data to assess. the increase in the achievement of all of
: the tutees. Each set of tutees was treated separately and it was
assumed that they were independent because even though the tutoring
procedure involved teachfjs and students in the same school (and in
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some instances in the same unit), the tutees, tutors, and coordinators
in each set were different and correlation of performance on the subject
" matters has traditionally been low. ; : ‘
Reading‘achievemgnt at: Thoreau was assessed by a set of ten reading
tests developed by the tutoring coordinator. The tmtees' mean scores
for the nine skills on which they .were tutored are reported in Table 13,
These scores reflect the testing occasions immediately preceding‘and
following the tutoring sessions for each skill.
Some tutees started and’ finished a set of distinct skills prior
to the mid-tutoring testing and then started a new set in the second
period. They also worked on other skills during both periods. To be
. precise, of the six reading tutees, five were tutored on an average of
1.6 skills during the first period, four were tutored on an average of
1.7 skills during the second period, and all six were tutored on an -
average of 1.8 skills during both periods. Two pretutoring scores and 4
a posttutoring score were calculated from weighted means of the two
scores prior to tutoring and the score fcllowing tutoring.

TABLE 13

MEAN SKILL SCORES‘ON THE READING ACHIEVEMENT BATTERY
FOR TUTORED SKILLS: THREE GROUPS OF THOREAU TUTEES?

“

ER

Tutees - 1 ¥ . Prebaseline Baseline Mid-Tutoring End-Tutoring .
__Tutored in first period 8 6.63 6.50- ‘ 9.50 “ — n
Tutored in second period - 6 - 5.16 7.50 “ 9.33
Tutored in bothdéeriods 11 5.27 .. 6.36 8.18 ) 8.36
Overall pre-post 25 5.68- " 6.68 — 8.96

-

aScale of 0-10.

bCombiﬁation of students ana skills.

<

.

There is evidence in Table 13 that the reading achievement level
of the tutees increased. The overall posttutoring score is less than
1 percent below the mastery level of 9.0 established by the coordinator,
and two groups of tutees attained posttutoring achievement levels far
in excess of that level. The other group of tutees was tutored in -
both periods. As in-the Victory data, the tutoring procedure did not
seem to have an accumulative effect. There is an interesting finding
in the Table 13 data: the tutees tutored in the second period showed
a substantial increase in achievement level between the baseline and
mid-tutoring testing occasions, a period daring which these students were
not tutored. This increase is larger than the one obtained during the
time these students were tutored.

o
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A truer -comparison group was also formed for the Thoreau reading"
tutees. Six students were. randomly selected from the comparison
group and their prebaseline scores that fell within the range of the
tutees' scores were recorded. With only six students and nine skills
to include in the calculations there was not much latitude in setting
up the combinations of students and skills similar to those of the
tutees. Combxnatxons were selected to meet the following crxterxa.
the number of tutored skills per student was to be the same ‘as for

the tutees, the number of students and skills for each tutoring period

was to be the same as for the tutees, the students in the category
"hoth periods” were to have score characteristics similar to those of

_ the tutees, and all tutored skills were to be represented. One other
characteristic was not obtained: the skills themselves were not
represented in the same proportion as they were for the tutees. Con-

~siderably more manipulation was required in creating this simulated
set of data than was required for the Victory data. Table 14 contains
the mean skill scores for the simulated comparison group.

TABLE 14 R

MEAN SKILL SCORES GN THE READING ACHIEVEMENT BATTERY
FOR TUTORED SKILLS: THREE SETS OF THOREAU COHPARISONS

s

Comparisons {(Simulated) ’Nb Prebaseline B?seline _Mid-Tutoring | End-Tutoring
First period 8 5.75 | 8.25 9.50 .-
Second period . 7 .6 - # 5.17 7.17 7.17
Both periods 11 5.45 7 6.55 8.09 . 8.27
Overall pre-post -‘25 5.44 7.24 - 8.40

aScale of 0-10.
bCombination of students and skills.

The qualification given for the Victory analysis applies for this
analysis as well. No assumption was made that instruction was pro-
vided for each of the selected student-skill combinations. The
selected students did have skill deficiencies similar to those of
the tutees and they attended a multiunit school that consciously pro-
: yides instruction that accommodates students' skill deficiencies. The
data indicate that the reading achievement level of this simulated
comparison group increased less than that of the tutees. It can be

concluded that the achxevement level of the Thoreau reading tutees
xncreased.

3i
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The math achievement levels for the Thoreau tutees- re assessed
by the diagnostic tests accompanying the Addison-Wesley lementary
Schbol“Mqthematics Program (Books 2 and 3). The mean scores for the
tutees and ¢omparisons are given in Table 15. !

TABLE 15

MEAN SCORES ON THE MATH DIAGNOSTIC BATTERY:
. : THOREAU TUTEES AND COMPARISONS2

I‘N PI Prebaseline | Baseline Mid-Tutoring End;Tuépring

Tut ees 6 5.20 . 6.13 8.01 . 8.33
’ S 41_,_.
Comparisons | 26. 5.74 6.74 8.27 " 78.60 “

*

3scale of 0-10.

The data indicate that there was an increase in the math
achievement level of the tutees and that this increase was slightly P
greater than that of the comparisons. All of the difference between -
the two groups was found in the period between the baseline and mid-
tutoring testing occasions. : .

Refinement in the analysis of these data was complicated by the
nature of the tests and the decision rules used by the tutoring coordina-
tor in assigning the tutoring material to the tutee. The tests were
not single skill tests, but rather included a variety of skills within
"each subtest. Ooften, each of the ten items in a subtest assessed a
different skill. To compound this confusion the tutoring coordinator
selected items for the content of a tutoring session on his best
judgment as to the specific instructional need of the tutee. Thus
it is speculative to designate "tutored skills" and it was impossible
to create a simulated comparison group.

The alternative that was available was to analyze the proportion
of the tutored items that were answered correctly before and after the
tutoring session. Table 16 contains data relative to these proportions
for the tutoring period between the baseline and mid-tutoring testing
occasions for six tutees on an average of 14.2 items.




TABLE 16

) NUMBER OF TUTORED ITEMS ON MATH DIAGNOSTIC BATTERY
- A ANSWERED CORRECTLY AND INCORRECTLY:
THOREAU "TUTEES, BASELINE AND MID-TUTORING TESTING OCCASIONS

Mid-Tutoring Testing Occasion

Baseline Testing Occasion Correct Incorrect Total
Correct : 45 6 51

Incorrect ) 27 7 34

Total . 72 ; 13 85

— ——— v

The data reported in Table 16 indicate that there was an increase
, in the math achievement level of the tutees. The baseline mastery rate
. was 0.60 and the mid-tutoring mastery rate was 0.85. In addition 79
percent of the 34 items answexed incorrectly at baseline testing were
answered correctly at mzd-tutorlng testing. A similar analysis was
“ performed on the same items for the comparison group. The mastery ‘
level increased from 74 percent to 87 percent over the same period, and
70 percent of the items answered incorrectly at baselzne testing were
answered correctly at mid-tutoring testing.
The same analysis was performed for the tutoring period between
the mid-tutoring and end-tutoring testing occasions. Seven tutees were
tutored on an average of 11.7 items during this time. Table 17 contains
the number of correctly and incorrectly answered tutored items for these
two testing occasions.

TABLE 17

.

NUMBER OF TUTORED ITEMS ON MATH DIAGNOSTIC BATTERY
ANSWERED CORRECTLY AND INCORRECTLY: THOREAU TUTEES,
MID-TUTORING AND END-TUTORING TESTING OCCASIONS

End-Tutoring Testing Dccasion

Mid-Tutoring Testing Occasion Correct Incorrect Total

Correct ; 34 h 5 39

Incorrect 15 16 31

Total A . 49 21 70

.“3 .
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Although not as conclusive as in the previous analysis, there is
evidence of an increase in the tutees' math achievement. The mastery
‘levels increased from 56 percent to 70.percent but only 48 percent of
the items answered incorrectly before tutoring were answered correctly
following tutoring. The mastery levels for the comparisons on the
same items increased from 82 percent to 83 percent and they correctly-
answered 63 percent of the items they had incorrectly answered at the
beginning of the period. e )

Four tutees were tutored on an average of 6.8 items during both
tutoring periods. Table. 18 contains the data related to responses on
these tutored items.

TABLE 18

“ NUMBER OF TUTORED ITEMS ON MATH DIAGNOSTIC BATTERY
ANSWERED CORRECTLY AND INCORRECTLY ON THREE TESTING OCCASIONS:
THOREAU TUTEES, TUTORED. DURING BOTH TUTORING PERIODS

Mid-Tutoring Testing Occasion | End-Tutoring Testing Occasion
Baseline Testing - .Correct Incorrect Correct Incorrect Total®
Occasion _—
" Correct -1 : 0 ’ 1 0 1
Incorrect 23 3 24 2 26
' Total 24 3 25 2 27

a . .
Not counting repeated observations.

) The data in Table 18 yield dramatic evidence of the increase in
the tutees' math achievement. They also indicate marginal gains for
extended tutoring periods. The mastery rates increased from 4 percent
to 89 percent to 93 percent, and 88 percent of the items answered in-
correctly at baseline testing were answered correctly at mid-tutoring

. testing while another 4 percent of them were answered correctly at the
end-tutoring testing.  The mastery rate of the comparison group in-
creased from 75 percent to 84 percent to 86 percent, and 69 percent
of the items answered incorrectly at baseline testing were ariswered
correctly at mid-tutoring testing while another 3 percent of them
were answered correctly at end-tutoring testing. .

When the data from all three sets of tutees were combined the
mastery level of the tutees was found to have increased from 50 percent
to 80 percent, and 73 percent of the incorrectly answered items were
found to have been answered correctly following tutoring. The mastery
rate of the comparisons increased from 78 percent to 84 percent ,» and
68 percent of the incorrectly answered items were answered correctly
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at the end of the period. These data are npt conclusively supportive
of a tutoring effect for the Thoreau math tutees. The increase in
mastery level was much greater for the tutees than for the comparisons,
but the percent of incorrectly answered items that were answered correctly
after tutoring was not as different from a comparable percent for the
comparisons as could be expected. The poor percent of incorrectly
answered items that were answered correctly after the second tutoring
period qualifies the comparisons that can be made in this regard. Con-
sidering all the evidence, however, there is some support for the con-
clusion that the mathematics achievement of the Thoreau tutees increased.
In summary, there was evidence in all three tutorzng situations
that the achievement level of the tutees increased. The evidence was
found in two cases (Victory reading and Thoreau reading) by considering
only the skills that were tutored and contrasting gains in those skills
with comparable results from a simulated comparison_group. In one
case (Thoreau math) the favorable contrast was obtained by compiling
data frcm only those test 1tems that covered the content of the tutoring
sessions.

L4

TUTOR ABILITY TO CONDUCT SESSIONS SN

Objective: The tutor demonstrates his ability to conduct
tutoring sessions. - “

o

In order to assess this objective different 50 percent random
samples of tutors evaluated themselves three times on whether or not
they had performed the 17 tasks listed in Table 5.2 of the IGM book.
This self-evaluation was first completed three weeks ‘after the tutoring
sessions began and was repeated twice at 7-week intervals. Each
tutor was told to think only of the tutoring session he had just
finished as he assessed himself. :In all, 33 self-evaluation forms
were completed. 1In addition, the same evaluation form was completed
for 17 tutors by a Center observer during three monitoring visits to
the field test schools. .These visits took place at approximately the
same times as the tutor self-evaluations. No attempt was made to
randomly select tutors to be observed. Rather, the Center visitor
monitored whichever tutor-tutee pairs were available during the
visit. An attempt was made to observe as many different tutors as
possible. Often, however, all tutors were holding sessions at the
same time, so it was not possible to monitor each session completely.

A mean percent score was tabulated to reflect the number of tasks
the tutor performed. If no response was recorded the total number of
items was adjusted accordingly, so that the mean percent score reflects
the number of yes responses over the number of items answered. This
procedure was adopted to account for the occasions when the Center
observer was not able to observe an entire session and consequently
could not record whether or not each task was performed. It also was
used when a tutor did not answer an item on his self-evaluation form.




27

Table 19 reports the results of the tutor self-evaluations at
both schools. The scores of the Thoreau reading tutors are separated
from those of the math tutors. The mean percent scores were generally
- very high; the range extended from 89 to 98 percent. The overall
total of tutoring tasks performed was 93 percent; this speaks well for ‘
the tutors' perception of how they were accqmglishing‘lheir jobs as
tutors. . :

— TABLE 19

MEAN PERCENT OF TUTORING TASKS PERFORMED
AS ASSESSED BY TUTORS ON SELF-EVALUATION FORMS

»

Number of Self-Evaluations Mean Percent
Victory 7 15 94%
Thoreau 1817 924 (93)
©Reaging . we 983 (1008)
Math 11 89%
Both schoots  men oy

The Center observers gave a slightly lower evaluation of the
tutors' performance, as reported on Table 20. The scores ranged from

- 85 percent for Thoreau reading to 91 percent for Thoreau math and
Victory reading; the overall total of tutoring tasks performed was T

89 percent. . -
TABLE 20 ,
MEAN PERCENT‘OF TUTORING TASKS PERFORMED
AS ASSESSED BY CENTER OBSERVERS

Number of Observations Mean Percent
Victory '8 91% -
Thoreau ) . 9(8) 87%(93%)
" Reaaing e esseam

Math 3 0 911

Both scheols - mae - ssezy




wWhen these scores were combined to reflect a single assessment of
the tutors' ability to conduct tutoring sessions, the grand mean per-
‘cent for both schools was found to be 92 percent.

Although these results are desirable, they become even better when
the scores for one Thoreau reading tutor are deleted. During the first
Center observation of tutoring at Thoreau, a particular tutor received
an unusually low rating of 44 percent. When this result was discussed
with the tutoring coordinator it was learned that the tutor was having
a difficult time for a variety of reasons beyond his control. The
teacher of his tutee had been transferred into Uhit B from Unit D at
mid-year and was not enthusiastic about the tutoring protedure. As a
result, she faxled to provide the tutor with appropriate materials for
the tutoring sessions. In addition, the tutee had behavior problems
and was a difficult child for the tutor to handle. The tutor himself
was somewhat of a loner and did not share his tutorxng experiences with
other tutors.

As a result, a fairer assessment of the Thoreau reading tutors
may be achieved by looking at the scores of tutors who did receive the
support intended for them from the tutees' teachers. The results for,
all tutors except the one mentioned above are reported in parenthesel
in Tables 19 and 20. The deletion of this student -from the Center
observation data raised the Thoreau reading score from 85 to 94 percent
and resulted in a 5 percent increase in the total Thoreau score. When
this tutor's self-evaluation score was separated from the scores of the
other Thoreau reading tutors, the resultant increase was 2 percent. The
difference in the overall total when both sets of assessments (self-
evaluations and Center observations) were combined was 1 percent, a
change from 92 to 93 percent.

Although the principal concern of this part of the- fxeld test was
to determine whether or not the tutor could conduct tutoring sessions
in the manner recommended in the IGM book, these data were alsoc used
to view how the tutors performed over time. The results from the three

assessments which occurred during roughly the third, tenth, and seven-
teenth weeks of the procedure are reported in Table 21.

TABLE 21

. MEAN PERCENT OF TUTORING TASKS PERFORMED AS ASSESSED ON THREE
OCCASIONS BY TUTORS ON SELF-EVALUATION FORMS AND BY CENTER OBSERVERS

Self-Evaluations Center Observations

(<3

First

Mean
N Percent

94s

Second

Mean
N Percent

5  96%

Third

- Mean
N Percent

5 928
6 87%

27 98%

‘N Percent

First

Mean

Second

- Mean
N Percent

3 84%

—_—————_——

Third

Mean
N Percent
2 9ls

2 89%

1 86%
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‘The mean percent scores fluctuated for the different groups re-
ported in Table 21. Generdlly there was a slight downward trend over
the three time periods; the largest decrease was in the self-evaluations
of the Thoreau math tutors.
: In conclusion, the objective concerning tutor ability to conduct
the sessions was attained; the overall total of tasks .performed by the
tutors was 92 percent. When the assessments of one Thdreau readzng
tutor who did not recezve the support he needed from his tutee's .
teacher were deleted, the cverall total increased to 93 percent. Although
consideration of the results over time showed a slight downward tendency
for most groups, the tutors were still performing at a hzgh level toward
the end of the procedure.

a

TEACHER IMPLEMENTATION

Objective: The teacher demeonstrates hjs ability to implement
the mot1vat10na1-1nstructyz§a1 procedure Guiding
Older Children as Tutoriif ’

t

The spec1f1c tasks required to 1mp14&ent the tutoring procedure
were available to field: test participants *in Tables 5.5 and 5.3 of the
IGM book. Table 5.5 outlined the planning:tasks necessary to initiate
the procedure. Such tasks included preparing a schedule for staff in-
service and selecting the subject matter areas for tutoring. Table 5.3
listed the tasks which should be done repeatedly to maintain 1mp1emen-_
tation. These tasks included’ preparing specific activities for each
tutee and monztorzng the tutoring sessions. The tables were used as
checklists to determine whether or not the adults entrusted with
implementing the procedures performed the tasks.

. o

Planning Tasks

-

Coordinators and principals were interviewed by Center personnel
prior to the beginning of the tutoring sessions to find out whether the
planning tasks were performed. Table 22 indicates which planning tasks
were performed and who performed them at each school. Ten of the 12
tasks were performed at Victory while 11 of the 12 were performed at
Thoreau. The staff at Victory did not discuss the general objectives
stated for the tutees (Task 2) and both schools omitted preparing a
list of the instructional materials and tests for the tutees ‘and tutors
to use (Task 8). Although Task 8 was initially seen as unnecessary by
both staffs, there were some subsequent complaints about the lack of
variety in the material being prepared for the tutees. If a list of
materials had been prepared, this problem might have been-avoided.

The coordinators were involved in all the planning tasks. At
both schools the coordinators received assistance - from the principals
in planning the inservice (Task 1) and from Instructional Improvement
Committee (IIC) members in making decisiohs regarding subject matter
areas and in assigning responsibility for the preparatioh of tutors

v 3.8
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(Tasks: 3 and 4). it Victory the unit teachers. assisted with estab- -6
lishing the criteria for selecting tutees and tutors and with the
selection process itself (Tasks 5, 9, and 10), while the coordinator
performed the remaining tasks (Tasks 6, 7, 11, and 12). At Thoreau

the prznczpal participated in the decision to adopt the stated objec-
tives for tutees (Task 2), and the entire staff participated in estab- -
lishing the criteria for choosing tutors and tutees (Task 6). The

two coordinators performed the remaining tasks without assistance
(Tasks "7, 9, 10, 11, and-l2).

Maintenance Tasks

-

Center personnel 1nterv1ewed the coordinators three times at
7-week intervals during 1mp1ementat10n of the tutoring procedure.
The purpose of the interviews was to determine whether the maintenance
tasks needed to keep ;he tutoring procedure running smoothlydvere ,
being performed either by the coordinators themselves cr by other
staff members. The results of the Center interviews are ‘reported in
Table 23. Blank spaces indicate either that no information was
available or that the coordinators were uncertain as to whether the
task was being done by other teachers. b ~
According to the coordinator at Victory, seven of the nine tasks i
+ were performed over all three time periods. The task of monitoring
" the tutoring sessions (Task 2) was performed for four tutee-tutor -
pairs. The IGM book offered the general guideline "monitor sessions"
but did not specify that each pair must be observed. Monitoring of
some sesgsions during each time perlod was the:efore considered .
satisfactory. Feedback and guzdance (Task 5) were provided to some
tutees during the first and second time periods but not during the
third. There was some uncertainty ‘on the coordinator's part regardzng
whether Task 7, praising the tutees: for attaining their objectives,
was performed during the first time period; this task was not performed
during the second time period, but was performed during the third.
At Thoreau the coordinator for math tutoring was not available
for the third interview. Consequently, the results indicated in
Table 23 for the third time period refer only to the Thoreau reading
program. oThe results for the first and second time perxods, however,
reflect both the math and reading programs.
At first inspection the results in Table 23 indtcate that the.
maintenance tasks were not performed at Thoreau to the same degree as
they were at Victory. There are blank spaces representing no informa-
tion or uncertainty on the coordinator's part as well as several
somewhat answers indicating that some tasks were performed in part.
These results may be due to the difference in the organization of the
tutoring procedure at the two schools rather than to a real difference .
in what actually occurred. At Victory,.  the coordinator was a unit teacher
with teaching responsibilities for most children in the unit. As a
unit member she was in constaft touch with the other teachers and used
some of the unit planning time to discuss the tutoring implementation.
She therefore knew "what was happening" regarding tutoring at all times.
g ,
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At Thoreau, on the other hand, the two coordinators were "special"
teachers from outside of the units who were in charge of the school's o
-Reading Center and Learning Center: They were members of the IIC, and
thereby met fégularly with unit leaders, but they had little official
opportunity to interact with unit .teachers regarding tutoring on a
daily basis. Their uncertainty is therefore understandable, but it
does not necessarily mean that the maintenance tasks were not being
performed. The information provided by the reading coordinator for
the third time period indicated that all the tasks were being performed.
for the reading program. .
. To summarize, the results of the interviews with the coordinator
at Victory indicated that sefen of the nine maintenance tasks were i
performed during all) three time periods and that the two remaining
tasks were performed in one or two of the three time peribds. According
to the coordinators at Thoreau, four of the ninq tasks were pq;fdrmed
during all three time periods, one was performed at least in part in
all three periods, three were performed in two of the periods, and the
remaining task was performed during one of the periods.-

To provide additional implementation information, on three
different occasions half of the adults identified as being involved
in the tutoring procedure were randomly selected to indicate on a
_self-evaluation form which tasks they had accomplished. (This ‘pool
of participating adults jncluded the coordinators at -both schools, but
not the unit leaders at Thoreau.) At approximately the same 7-week
intervals as the coordinators' interviews these adults were asked to .
check which of the nine maintenance tasks they.had accomplished. In
all, 10 self-evaluation forms were completed by the Unit IV staff at
Vic#ory and 22 forms were completed by the staff in Units B, C, and
‘D at Thoreag. . ' .

An inspection of the self-evaluation results as a whole indicated
that all the tasks were performed by one adult or another over all
three ‘time’ periods at both schools. These results supported the Vic-
tory coordinator's view that seven of the nine tasks were performed
and provided_the additional information that the remaining two tasks
(Tasks ‘5 and 7) were also performed by one or more of the adults
during all three time periods. The self-evaluation forms from Thoreau S,
indicated that th% tasks the coordinators were upcertain about (Tasks S By
6,.7, 8, and %) were being performed by one or more other teachers. . o
These forms also supported the coordinators' views tKat Tasks 1 through -F
5 -were being done.

The self-evaluation form asked each adult to identify himself
as a teacher of a tutee, teacher:of a tutor, coordinator, aide, or
"other."  This categorization afforded a detailed look at which group
of adults was performing each task. Table 24 indicates these results.
Each group of adults (teachers of tutees, teachers of tutors, etc.)
was given a rating of 1, 2, or 3 according to how often its members
listed themselves as accomplishing each of the nine tasks during the
three time periods. 1If the self-evaluation forms indicated that the
members of a particular group said they performed a task 90 percent
or more of the times they were asked, the group was given a rating of
l. A rating of 2 was given if the members of the group said they
performed a task between 70 percent and 89 percent of the times they




TABLE 24

ROLE OF STAFF BY LEVEL OF PARTICIPATION IN NINE
MAINTENANCE TASKS AS INDICATED ON SELF-EVALUATION FORMS

Level of Partici-

pation® by staff

at Victory?
(N=10)

o Task , 1’ 2 3 1

2

Level of Partici-

pation® by Staff

at ThoreauP
(N=22)

“Q

1. Planned specific activities for each c tb
i tutor-tutee pair you are responsible te te
for. ' tr
2. Monitored tutoring sessions., c tr c te
) te . tb

3.  Assessed the effectiveness of each c te

tutor(s). 7 . te

c te -
tutor-tutee relationship. Provided tb
guidance or changed pairings if
necessary.
4. Provided feedback and guidance to the c ) c te
. ‘b -

structional program.

5. Provided feedback and guidance to the* c .ou . tb te e
~ tutee(s). X te o :

6. Praised the tutor for attaining his c tb c
objectives, including increasing self- te te
directiOn, if appropriate. T tx

7. Praised the tutee for attaining his c | tb  te
objectives, including increasing self- te
direction. tr

8. Assessed whether the content of the c u tb te c
tutoring session was appropriate for the -te
tutee and proceeded accordingly.

9. Related the content gf the tutoring c te tb te
session to the tutee's regular in- tr u

mnllmﬁuul%hmmpudumdm,MWIL7%4%puddmum,
and Level 3, 50%-69% participation.

%

bc indicates coordinator; te, teachers of tutees; tr, teachexrs of tutorl;
tb, teachers of hoth tutees and tutors; and u, unit lelder.




were asked and a rating of 3 was given to those groups whose members
performed a task 50 percent to 69 percent of the times they were asked.
No group performed a task less than 50% of the times they were asked
~except those groups that did not part1c1pate at all. These groups

are not listed on Table 24.

At Victory the coordinator and the teachers of the tutees received
the highest rating for planning specific tutoring activities, mohitoring
the sessions, providing feedback to the tutors and tutees, praising the
tutors and tutees, and assessing the appropriateness of the tutoring
content (Tasks 1, 2, 4, 5, 6, 7, and 8). The coordinator also was
highly involved in assessing the tutor-tutee relationships and relating

“the tutoring content to the regular 1nstructzona1 programs of the : o

tutees (Tasks 3 and 9), while the teachers of the tutees were ‘involved
50 percent of the time in these tasks. The teachers of the tntors
received a rating of 1 for their involvement in plannlng/the tutoring
activities, providing feedback to the tutors, praising the tutors and
tutees, and relating the tutoring content to the regular instructional
_programs of the tutees (Tasks 1, 4, 6, 7, and 9). They also monitored
" the tutoring sessions to some extent (Task 2). The unit leader
participated extensively in monltorzng the, sessions and provzdzng
feedback and praise to the tutors (Tasks 2, 4, and 6). He received

a rating of 3 foifgfgyiﬁizé feedback to the tutees, assessing the
appropriateness gfthe tutoring content, and relating the content to
the tutees' reg/iar Instructional programs (Tasks 5, 8, and 9). The
1nstructzona1 aide did not perform any of the tasks. This breakdown
of ro. was as expected from the suggestions given in the IGM book,
t@eﬂonly exception was the surprising involvement of the tutors'
_teachers in planning specific tutoring activities and relating these
activities to the regular instructional programs of the tutees

(Tasks 1 and 9).

Some adults at Thoreau identified themselves as teaching both
tutees and tutors. This group received a rating of 1 for their involve- ..
ment in planning specific activities, assessing the tutor-tutee rela-
tionships, . providing feedback to the tutees and praise to both the
tutees and tutors, assessing the tutoring content, and relating the
content to the regular instructional program of the tutees (Tasks 1,

3, 5, 6, 7, 8, and 9). They received a rating of 2 for providing
feedback to the tutors (Task 4) and a rating of 3 for monitoring the
sessions (Task 2).

The teachers of tutees only recezved the highest rating for thezr
participation in planning specific activities and praising the tutors
(Tasks 1 and 6). They received a rating of 2 for providing feedback
to. the tutors and tutees, praising the tutees, assessing the tutoring
content, and relating the content to the regular instructional programs
of the tutees (Tasks 4, 5, 7, 8, and 9). They were less often in-
volved in monitoring the sessions and assessing the tutor-tutee rela-
tionships (Tasks 2 and 3). ]

The coordinators were highly involved in monitoring the sessions,
assessing the tutee-tutor relationships, and providing feedback to the
tutors (Tasks 2, 3, and 4). They received a rating of 3 for their
participation in prov1d1ng feedback to the tutees, praising the tutors,
and assessing the content of the tutoring sessions (Tasks 5, 6, and 8).

.
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The breakdown of roles at Thoreau was also consistent with the recom-
mendations in the IGM book, with the exception of the total lack of
participation by the teachers of tutors only The guidelines had
called on these teachers to monitor sessions and provide feedback

and praise to the tutors.

The information in Table 24 can be considered from another view-
point. That is, which adults were most involved in tutoring as a
whole? To answer this question, one needs to look down each "level
of participation" column to see which group participated in the most
tasks. At Victory, it is obvious that the coordinator was the most
involved; this staff member received a rating of 1 for all nine tasks.

The teachers of tutees were also highly involved in the procedure and

appear in one column or another for all nine tasks; they received a

rating of 1 for six tasks and a rating of 3 for the remaining three

tasks.. These teachers are followed in general involvement by the 5
teachers of the tutors and the unit leader.

These findings are clarified by noting again the organization of . “
tutorlng within one unit at Victory. This arrangement allowed the
coordinator, as a unit teacher, to also be a teacher of the tutees
and tutors. She therefore had the opportunity to complete all of the
implementation tasks. In addition, the adults who identified
themselves as teachers of tutors because they had tutors in their
homerooms also had tutees in their reading skill groups and thus were
responsible for preparing the specific tutoring activities for the
tutees. With this arrangement teachers of tutees also had opportunltles
to interact with tutors.

At Thoreau the organlzatlon of the tutoring procedures also played
a key role in determining which group of adults was the most involved.
The teachers who had both tutees and tutors <in. their unit participated
to some degree in all nine tasks. The teachers with tutees only also
participated in all tasks but to a lesser extent. The coordinators
were involved in six of the nine tasks, and the teachers with tutors
only were not involved at all. ¢ v

Summary

In conclusion, the teacher demonstrated his ability to implement
the motivational-instructional *procedure Guiding Older Children as
Tutors by performing 12 planning and 9 maintenance tasks. - As a
result of four coordinator interviews and the ocompletion of a self-
evaluation form by three random samples of the staff, it was concluded
that all these tasks were done at each school by at least one group
of adults. The planning tasks were performed by the coordinators with
assistance from the principals, IIC members, and unit teachers. The
maintenance tasks were performed most often by the coordinator and
the teachers of the tutées at Victory, while the teachers of both
tutees and tutors were most involved at Thoreau. The involvement of
each group of adults except one was consistent with-the IGM guidelines;
contrary to the guidelines, the Thoreau teachers of tutors only did
not perform any of the maintenance tasks.

"
‘-
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SUFFICIENCY OF THE IGM MATERIALS

_ Objective: The informatiocn provided in the book Individ-
uvally Guided Motivation: Guidelines for
Implementation and in the films "Guiding Children
Children as Tutors" and "Individually Guided
Motivation: An Overview" proves sufficient

to support implementation of the tutoring
procedure.

¢

! 4

An important aspect of the field test was to determine whether
the information presented in the book Individually Guided Motivation:
Guidelines for Implementation and in the two films "Guiding Children
As Tutors" and "Individually Guided Motivation: An Overview" was
adequate to support implementation of the tutoring procedure. 1In
order to determine the usefulness of these inservice materials the
coordinators were asked direct questions about the book and films in
a series of four interviews. The questions were from a list of forma-
tive evaluation questions raised by the developers. Fifty percent of . "
the participating staff members, chosen randomly, were also encouraged
to record their reactions to any and all parts of the materials on i
‘comment cards. .

Chapters 1, 2, and 5 of the IGM book were pertinent to the
staffs of the field test schools. Chapter 1 provided information on
how to conduct the local .inservice to introduce the entire system of
IGM and the individual procedure of tutoring to the school staff.
Chapter 2 introduced the theoretical background for the system of
IGM, and emphasized the motivational Principles which are the bases
of the IGM system. Chapter 5 described in detail the hecessary tasks
to be performed in implementing the’ tutoring procedure. The degree
to which the staff in each school used the information in these
chapters and carried out the recommendations given was crucial to
the evaluation of both the adequacy of the book and the feasibility
of the procedure itself. , - : g

One of the first considerations was to ascertain which .staff
members read and used the book. Two faculty members from Victory and
five from Thoreau attended the Center-sponsored IGM summer workshop
and read all or most of the book at that time. All other staff
members were encouraged to read Chapters 1, 2, and 5 by the principals
and coordinators who conducted the local inservice sessions. YTt was
not possible to ascertain whether most teachers at Victory read these
chapters, although it was learned that the five teachers in Unit IV
did read them prior to the second session of their local inservice.
‘At Thoreau an estimated two-thirds of the staff read these chapters
"briefly." Following the inservice sessions, the book was used sqlely
by the coordinators who' were primarily responsible for’carryingw at
the p:oceduresf There was no evidence that other teachers consulted
the book for further information. ' C




Of the three chapters relevant to the field test schools, Chapter
5 received the most attention, especially from the coordinators.

The organization of Chapter 5 was such that interspersed with an over-
all explanation of what the ‘tutoring procedure involved were many
detailed recommendations for carrying it out. There was some indica-
tion that the other teachers, realizing that the coordinators would
be primarily responsible for following these recommendations, did not
concern themselves with much of the information in this chapter. The
information in Chapter 2 was used primarily during the first local.
inservice session. . At that time an overview of the IGM system was
presented and teacher: w=re briefly referred to certain pages or
tables in the chapt:.. Chapter 1 consisted of suggested inservice
agendas and activities and was used by the principals and coordina-
tors in planning the iccal inservice but was of little interest to
inservice participants.

One feature of the book which was intended to assist school
personnel in independently using the IGM procedure was a set of
"knowledge and application exercises" spread throughout the text of
each chiapter. It was assumed that by answering the uestions as he
read each chapter, the reader would become aware of the most essential
aspects of the IGM system and therefore be able to implement it. The
usefulness of these questions was therefore of interest.

The Unit IV staff at Victory had answered the 15 questions in
Chapter 5 prior to the inservice session on tutoring. There was no
evidence that these questions or the 12 questions in Chapter 2 were
answered by any other members of the staff. The principal and coordin-
~ator saw the questions as helpful while reading the book but did not
like or.use the approach of answering or discussing them during inservice
sessions. During a later interview, the coordinator said that the
questions were not necessary for understanding the book.

) Although two-thirds of the staff members at Thoreau had fead
Chapters 1, 2, and 5 "briefly," they did not answer the questions in
the book prior to their inservice. Some inservice time was spent in
discussing the questions, however. Both coordinators felt that the
questions were useful in reading the book but did not like using them
as an inservice activity.

The use of the tables in the IGM book was ancther area of concern.
Most of the pertinent information on how to plan and implement the IGM
procedures was incorporated in table form throughout the book. Check-
lists for assessing pupil motivation and the performance of tutors and
adults were provided in tables. Inservice agendas and activities and
record-keeping suggestions were also given in this format. How the
teachers used these tables was therefore of interest in the evalua-

; tion of the book. ) ‘ «
. Two tables in Chapter 1 (1.1 and 1.5) were relevant to planning
an inservice program for the school staff. The principals and i -
coordinators at both schools used Table 1.1 to some extent for their
first inservice session but did not follow the time recommendations
given. Table 1.5 gave specific information for holding follow-up
sessions to plan and implement the tutoring procedure. This table

was not used at Victory, but was consulted at the beginning of the
procedure by the coordinators at Thoreau. ’ -

-
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Chapter 5 included six tables. One listed the objectives to be
reached by the tutees (5.1); one identified the tasks to be performed
in planning the tutoring procedure (5.5); one gave suggestions for
preparing the tutors (5.6); and three were to be used as assessment
devices to evaluate the tutor's performance during a tutoring session
(5.2), the teacher's implementatiocn of the procedure (5.3), and the
tutee’s change in motivation during the tutoring period (5.4).

No teachers used Table 5.1; some explained that "these same items
appear elsewhere." The coordinator at Victory did use the tables
outlining the planning tasks to be performed (5.5) and giving
suggestions for preparing the tutors (5.6), although she modified
the recommendations given in the latter table. At Thoreau the coordina-
tors could not specify whether they used Tables 5.5 and 5.6, saying
they flipped through the book all the time, but didn't particularly
notice which table they were looking at. .

The use of the three "asSessment" tables was required by the
field test design. When asked if they would have used these tables
otherwise, the teachers gave varied responses. THe coordinator at
Victory thought Table 5.2 was excellent for evaluating the tutors,
while one coordinator at Thoreau thought it was unnecessary. The
Victory coordinator felt that the use of tables to assess adult imple-
mentation and the tutee's change in motivation (5.3 and 5.4) would
depend on how formally the staff would use the tutoring procedure
outside of the field test. At Thoreau the coordinators felt these
tables would be useful with some revisions.

In addition to ascertaining whether the book was read and the
tables consulted, the evaluation considered how usable the book's
implementation recommendations were. Whether or not the field test
staff followed the guidelines exactly or made modifications in them
provided inforitation on how well the book met their needs.

On the whole, most of the implementation guidelines were followed
quite closely. This was especially true with regard to setting ob-
jectives and choosing tutees and tutors. Variations did occur with
~regard to the time spent for inservice sessions, staff follow-up
" meetings, preparation of ﬁutors, and tutor follow-up meetings.

_ The IGM book called for an initial 10 to 15 hours of inservice
meetings for the entire staff. Additionally, 8 hours of planning
meetings and 1-hour monthly operational meetings were designed for
the teachers of tutees and tutors to pPlan and maintain the implemen-
tation of the procedure. This schedule was considerably shortened by
the field test schools. At Victory the whole staff participated in
1.5 hours of inservice. The staff of Unit IV used some of their

unit meeting time to discuss tutoring but the coordinator took primary
responsibility for most of the implementation tasks. At Thoreau

the enftire staff participated in the initial 2.5 hours of inservice,
but there were no further meetings involving teachers of tutors and

tutees. .-

The IGM book called for 10 tutor preparation sessions. Victory
held eight sessions and Thoreau held six. The coordinators generally
followed the specific tutor preparation recommendations and found them
to be successful, although -they did have suggestions for their improve-
ment.
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One guideline staff members were not able to, follow was that of
bringing the tutors together after tutoring was under way in order to
discuss problems and provide feedback. Although the.coordinators at
both schools could see the usefulness of this suggestion they could
not schedule such meetings into the day. Instead they talked to
tutors individually either as they finished a session or on an ad hoc
basis as they saw them in the hall.

In general, it can be said that the field test schools followed
the recommendations given in the IGM book for implementing the tutoring
procedure. Variations occurred in the t .;e spent for staff inservice,

_in sharing responsibilities for the planning and implementation tasks,"
and in holding follow-up meetings with the tutors as a group.

while using the book the coordinators and principals made many
‘recommendations for its improvement. These suggestions were later
classified into three categories: changes in the organization of
the book, deletion of parts, and addition of parts.

It was felt that the book contained a confused mixture of infor-
mation for several kinds of readers. There was information for an
IGM implementor to use in introducing the IGM system to a number of
schools. There was information pertinent only to a principal or

_ coordinator within a building who would organize the use of one or
‘more procedures within one school. Some information given was needed
primarily by classroom teachers, arid finally there was a portion of
the book that only the tutors and the person preparing the tutors
would use. Including all this material in one book ¥Bsulted in con-
fusion and redundancy as well as in an ominous size, which some
teachers found  "psychologically frightening."

As a result, it was suggested that the book be separated into
different manuals or booklets. Teachers felt that one manual could
include suggestions on conducting the inservice sessions for staff
members. The knowledge and application exercises, agendas, simula-
tions, and ‘ideas for discussion could be incorporated in this manual.
They felt that another manual could provide an overview of the +tutoring
procedure and could be used as a general introduction for all personnel.
The overview could be followed by detailed recommendations for each
step in the planning, implementation, and maintenance of the procedure.
" Teachers also suggested that a separate manual was needed for the
tutors and should include the lessons teaching the tutoring procedures, -
ideas for role playing, and instructional materials to be used while
practicing tutoring. The coordinators' specific suggestions for this
last manual will be reported shortly. '

Some aspects of the IGM book were seen as not as useful as others.
One feature identified for deletion was the formality of the program.
Teachers who had previously used tutoring on their own thought that
the procedure as prescribed in the book had far too much "red tape."
They felt they could use tutoring very successfully without using all
the assessment instruments and long-range objectives suggested in '
the IGM text. One proposal was to present many of the assessment
checklists and achievement tests as optional for schools to use if
they wanted to formally evaluate their program. If no formal evalua-
tion was planned, short-term objectives for the tutees, teachers
assigned to prepare materials, and a short "preparation period for the
tutors would suffice. (The teachers particularly liked the policy of

{
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preparing tutors and did nat want to see it deleted.) One coordina-
tor suggested preparing a "pool" of tutors who could be available’on
an ad hoc basis. When a child was having difficulty with a particular
task or skill, his teacher could simply call on a previously prepared
tutor, explain what the tutee needed to work on, and prepare materials
for the pair to work.on as long as the tutee needed help. Tutoring
would not have to be a long-term arrangement.

There were several-other suggestions for deletions. Teachers

= found some portions of the lessons for tutors redundant and also
suggested deleting the questions in the book for the reader.

When asked if there were additional ideas or materials that they
would have liked the IGM book to supply, the field test participants
made a variety of suggestions. Many of their proposals related to
additional means of preparing the tutors. The coordinators would have
liked to have had a manual or booklet to give to the children being
prepared as tutors. They felt that written exercises with which the
children could practice tutoring should be included in such a booklet

—and would be especially helpful during role-playing sessions. At
times the coordinators developed these exercises on their own, but
they would have liked them to be provided. They also felt that this
booklet should include the lessons on the tutoring procedure. 1In
addition to "fill in the blank" questions, which they found stilted
and repetitious, the teachers suggested that the lessons include
matching and multiple choice exercises. The lessons needed to be
sparked up with ‘drawings and might include in list form a summary
phrase of each thing the tutor was to do (e.g., be on time, have
materials ready, be friendly). The.teachers also wanted more con-

' crete role-playing ideas, including some suggestions for having the
tutee present a problem for the tutor to handle. The tutors in the
procedure had expressed a fear that their tutees wouldn't be as "good"
as the ones they saw in the tutoring film and wanted to practice
handling some difficult situations. Some final suggestions for the

" tutor's booklet were to include a "pocket" on the inside of one
cover to hold locally developed materials and a “calendar" page where
the tutor could write in his tutoring schedule.

The coordinators at Thoreau also felt .a need for more audio-
visual materials for the tutor preparation sessions. A set of slides,
transparencies, or a filmstrip emphasizing the tutoring procedures
would have been a welcome change from the written lessons.

Besides suggesting additional tutor preparation materials, the
teachers had some procedural recommendations for preparing tutors.

One was that from 6 to 10 tutors could be prepared at one time,
depending on whether the coordinator had prepared tutors before.
Another was that the preparation session£ should be held often

enough so that the preparation period is not longer than 1 month.

As they prepare themselves the tutors become increaﬁingly eager to’
begin the "real thing" and may lose their enthusiasm if forced to
wait too long. Another suggestion was to include a few "substitute
tutors" in the preparation sessions so they could step in when another
tutor is absent. One coordinator recommended showing the tutoring
film at both the beginning and end of the tutor training period. 1In
this way the film would serve as both an introduction to tutoring and
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a reinforcement of what the tutors had learned. A final suggestion
concerned the atmosphere in which tutors are prépared. One coordina-
tor stressed the importance of fostering a positive attitude about
tutoring. She saw discussions on how it would feel to be a tutee,
what makes a good tutor, etc., &s more important than the lessons
themselves. she felt that if the lessons were over-emphasized, the

© tutors would be too "cut and dry" with their tutees and not -transmit

a positive feeling about working together.

The field test participants had further proposals for additions
to the IGM book. They asked for simulation activities packaged as
worksheets in the book for use in inservice sessions. These activities
would allow a local staff to practice the kinds of tasks they would
later perform in implementing the tutoring procedure. Another proposed

\ addition to the book was a means of informing parents about the tutor-

ing procedure. It was suggested that a sample letter be included in
the tutoring chapter stressing the benefits for both tutors and tutees.
An alternative proposal was to include in the tutoring chapter a section
listing various suggestxons for introducing the tutoring procedure to
parents.

The coordinators offered some recommendations to make the imple-
mentation of the tutoring procedure go smoothly for other schoolg.

At Victory, the coordinator or the tutee's teacher gave each tutor an
"agsignment folder" which included the materials he would use for his
next one or two tutoring sessions. 1In addition to the materials, there

was a sheet explaining the objective of the activity and giving the
tutor directions for using the materials. Thus each tutor knew exactly
what he was to do ahead of time. Another suggestion was to make sure
that each tutor and tutee knew the exact time &nd place for each
session, whether they were to meet at that place or whether the tutor

" was to first stop at the tutee's room, etc. It was felt that some

difficulty and confusion can result, especially at the beginning of
the procedure, if these details are left unspecified,

Another suggestion was to choose tutors who are not the most
independent and high-achieving pupils. It was felt that high-achieving
children can usually profit from their independent study time, which is
often preempted for tutoring. Pupils who aren't totally independent
may learn to- be very good tutors through the preparation sessions and
may profit from the tutoring relationship.

A further proposal was to have the tutor's teacher observe the
sessions periodically. It was felt that this would prevent the tutor
from feeling left alone in the tutoring responsibility and would pro-
vide an opportunity for him to receive some feedback and reinforce-
ment for his efforts. It would also help keep his teacher involved
in the procedure. ) -

The matter of keeping all teachers involved in and committed to
the tutoring procedure was repeatedly discussed, especially at ‘
Thoreau where the tutoring coordinators were auxiliary personnel and
not part of the unit staffs. It was suggested that, to prevent the
unit teacher from seeing the tutoring procedure as additional work
imposed on him from "outside," the person assigned to prepare the
tutors and coordinate the procedure be an integral part of a unit. =
This person could be either a unit leader or a unit teacher provided
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‘voluntarily become a part of the procedure so that theé necessary work
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with some release time to spend with thé‘tutors; This arrangement
seemed to work well at Victory where the tutoring coordinator was a
unit teacher. Both schools felt that to Mave a smoothly functioning
procedyre there must be some organized way of involving all teachers
in the planning, implementing, and maintaining of the tutor-tutee
relationships. An alternative suggestion was -to have teachers

would be performed and those who did not want to be involved could not
negatively influence the effectiveness of the procedure. v

In summary, the response of the field test part1c1pants indlcated .
that on the whole the IGM book was sufficient to support lmplementa-
tion of the tutoring procedure. The information needed by school
personnel was present in the book, and most of the recommended
guidelines were followed. Suggestions for improvement included re-
organizing the information for different readers, limiting the formality
of the procedure by deleting some of the assessment practices and long-
range objectives, and adding a booklet for tutors. The other specific
suggestions offered practical .ideas for implementing a smoothly func-
tioning procedure.

Although Chapters 1, 2, and 5 of the book Inlexdually Gu;ded
Motivation: Guidelines for Implementation provided most of the infor-
mation needed to implement the tutoring .procedure, two films were |
also available to inservice school personnel about the system of IGM.
The adequacy of these films was of interest. .

The film "Individually Guided Motivatiorn: An Overview" is .

intended to introduce the four motivational instructional procedures
which make up the system of IGM. It was used by both field test
schools during their first inservice sessions.- At Thoreau 'the film
was used primarily as an introduction while at Victory it was used to
reinforce and clarify an oral introduction to IGM. This film was also
used by the Thoreau principal to introduce IGM to parent representa-
" tives at a Parent Advisory Council meeting. Both schools found the
film satisfactory, although the principal at Thoreau suggested that
more information on the motivational principles could have been in-
cluded.

The second film, "Guiding Children As Tutors,” is divided into
two parts so that the second portion, Learning To Be A Tutor, can ’ oy
be used for tutor preparation. This feature proved very valuable to
the teachers and they-repeatedly commented on the excellence of the
film in general. A specific suggestion for, 1mprovement of the film
was to show some tutees causing problems in order to demonstrate how:
the tutors should handle these situatzona. Another proposal related
to changing a segment where a teacher was shown asking the tutee how
he liked being tutored because in this segment the teacher seemed
strained and unpersonable. Another suggestion was to show in the
film that the teachers are expected to prepare specific activities
for each tutoring session. On the whole, the tutoring film was.
extremely well received and was used repeatedly in both field test
schools.

¢
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1A

FEASIBILITY OF THE TUTORING PROCEDURE

.

objective: The motivational-instructional procedure |
Guiding Older Children As Tutors proves to
be a feasible curriculum component for

F elementary schools.

In addition to determining whether the inservice materlals pno-
vided sufficient information to support implementation, the field test
was also concerned with the overall question of whether the procedure
itself, as prescribed in these materials, was usable in elementary
schools. An important aspect in any consideration of usability is the
amount of staff and student time required to use the procedure. The
faculty members at each school spent varying amounts of time, depending
on how involved they were in the procedure. As previously mentioned
the coordinators were given the major responsibility for planning and
maintaining the procedure. During thé initial 1.5 to 2 months of
planning the procedure and preparing the tutors the coordinators spent
from 5 to 12 hours a week on tutoring-related tasks. Once the sessions
were under way, a period of 30 minutes to 1 hour a week was needed to
observe and provide feedback and reinforcement to the tutors.

~ An additional 12 to 24 hours was spent over the course of the
year in assessifng the tutees on achievement. Half of this time was a
result of an extra requirement of the field test design, while the
remaining .half was part of the assessment prescribed in the IGM book.
Another 2 to 3 hours was spent by all participating unit teachers
assessing the level of motivation of their students. Repeated evalua-
tions of the tutees’ motivation during the tutoring period, of the

‘tutors' ability to conduct ‘the sessions, and of the teachers' ab111ty

to implement the procedure took a total of 3.5 hours over the course
of the year.

All staff members participated in-an initial 1.5 to 2 hours of
ingervice, The teachers of the tutees spent approxxmately 30 minutes
per week preparlng activities for the tutoring sessions. Finally the
tutors and tutees themselves spent 20 to 30 minutes two or three times
a week in tutoring sessions. Although it was difficult to summarize
the time spent by so many individuals involved to a greater or lesser
degree in this procedure, it was approximated that the coordinators
spent from 50 to 120 hours over the course of the year while the other
staff members devated from 8 to 30 hours to the implementatjion of
tutoring. . “ “

As the field test drew to a close it was evident that the teachers
felt that the procedure required too much time. They .looked forward to
using tutoring again but'on .a less formal and therefore less time-
consuming basis. Such comments as "too much red tape" and "this has
been an immense undertaking" were given on comment cards and in inter-
views with teachers during the year. Of particular concern to the
teachers at Thoreau were the continual assessment of tutee motivation
and achievement, and the palicy of setting long-term objectives. .

They felt that the repeated testing and the use of tutoring over such
a long time could hamper the effectiveness of the procedure. These
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concerns were expressed within the general vote of ¢onfidence given by
the teachers to the tutoring procedure itself. 1In 'the future they
intend to use tutoring for short-range goals and wlth more informal-
.and infrequent methods of evaluating.

° An important consxderqtlon when evaluatlng the usability of any
school program is how the children respond to it. "~ The pupils'
response to the tutoring procedure was extremely enthusiastic. The
tutors were very interested during their preparation sessions and
maintained their enthusiasm throughout the year. - Thé tutees also
responde& favorably to the procedure and did not tire of the sessions.

One teacher commented that tutoring bolstered the self-esteem and-
confidence of ‘the tutors while it made the tutees feel special. Other
children in her classroom seemed to envy those who were participating .

in tutoring. When the children at Victory changed reading skill groups "
they immediately asked if they were going to be tutored on their new

skill.

.

In conclusxon, the field test participants indicated that the
tutoring procedure was feasible for an elementary school curriculum,
although it needed to be modified in 1ts demands on teachers' time.

5 -
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/As a resul@mof the numerous suggestions made by field test teachers,
the IGM text was reorqanized into flve sepa:g;e manuals.

1. a substsntlelly ‘shrrtened textbook with five chapters: an
introductory chapter and a chapter with the implementation
practices for each of the four procedures (the latest

. edition [1975] also includes a sixth chapter on motxvational
theory). -

2. An inservice implementation manual for coordinators who
will be inservicing.one or more schools to use IGM.

3. A guide for adult-child reading conferences for aides or
adult volunteers who will conduct the conferences. :

4. A tutor-preparation booklet.

5. A college instrucgor"s guide for those who will teach about
IGM in colle///COurses. b °

Within each/df these books, many of the specific squestions men-

tioned preg;oﬁsly were incorporated. ¥or example, the knovwledge and
- applicatitn exercises were deleted, the amcunt.of inservice time was
* somewhat shortened, and the amount of assessment recuired in all‘the

Oocedures was substantially reduced.

" The tutor preparation booklet especially reflects the input of the .

" field test teachers. It includes a set of practice exercises with a S

: variety of formats and specific role-playing’suggestions. There is a .
great deal of art work and many examples of what might:happen in

tutoring sessions. The tutor's tasks are summarized in catchy phrases

. and there is a place fox the tutor to fill in his schedule for tutoring.

’ In general, the revisions made in the tutoring chapter of the IGM

text were guided by a desire to streamline the procedure so it could be

- more readily incorporated in a busy school schedule. The use of long-
term objectives with repeated assessment is suggested for a school staff
which wants to formally evaluate its tutoring procedure. On the other
hand, tutoring can. also be used on a short-term basis or for independent
study projects where less formal assessment techniqu‘b are appropriate.
In this way, each staff can decide how tutoring would most benefit its
pupils. The need for teacher involvement in all aspects of the tutoring
Procedure is reemphasized in the revised materials, with the suggestion
that participation in the procedure be voluntary in order to ensure the
needed cooperation.

The two films used in the field test were not revised. The
suggested changes were minor and were given in the context of a very
positive response to the films as a whole. As a result such revisions
did not seem to warrant their expense.

PO 810-035-0
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SUMMARY

A field test of the IGM motivational-instructional procedure
Gu1d1ng Older Children As Tutors was carried out during the 1972-73
school year in two Milwaukee, W1sconszn, multiunit schools. At Victory
the. procedure was used with 22 fourth graders who were tutored by 10
sixth graders on .the Level C.Word Attack Skills of the Wisconsin Design
for Readzng Skill Development. At Thoreau six tutees were tutored in

reading and seven were tutored in math by two groups of six tutors each.
i The field test included six evaluation objectives. The first

four were objectzves of the tutoring procedure itself; they called for
-an’'increase in the‘motzvatmon and self-direction of the tutee, an in-
‘crease in the tutee's achievement-in the tutored subject matter, a
_demonstratzon of the tutor's ability to conduct the tutoring sessions,
- and a demonstration of the staff's ability to implement the. procedure.
° . The final objectives concerned the sufficiency of the IGM book and ,
films 1n supporting the procedure s implementation and the feasibility
of the ‘tutoring procedure in the elementary schéol.

The assessment of these objectives was accomplished through a
variety of instruments, most of which.were provided in the IGM book.
vChecklxsts for evaluating the tutee's motivation and ,self-direction,
‘the tutor's ability t3 conduct sessions, and the staff's ability to
" implement .the procedure were available in Chapters 2 and 5 of the "IGM
1mp1ementatzon guide. ‘- The schools chose the instruments for assessing
tutee-achzevement based on the subject'matter selected for tutoring.
The sufficiency of the IGM book and films and the feasibility of the
“ tutoring procedure were assessed through interviews based on formative
evaluatzon'questzons proposed by the developeqs and with comment cards
completed by staff members at both schools. y

The objective " concerning tutée motivation and self-direction
focused on .two aspects. The first dealt with the tutee s level.of
motivation and ‘self-direction toward school in general " The second
. dealt with his motivation and self-dzrectzon during the tutoring sessions

"and while workzng on the tutored subject matter. The results regarding
general gevel of motivation and self-dzrectzon 1nd1cated a greater in-
crease for the V;ctory tutees than for their comparzsons, but basically
no change for the Thoreau tutees. Wwhen the tutees were contrasted to
the other .children in the participating units (excluding the tutors and
the comparisons), the Victory tutees were found to have scored “‘Substan-
" tially lower that the others{przor to tutoring but much closer to them
after tutorzng. At Thoreau, the-scores of the tutees were similar to
- those of the other students throughout the year. There was no in-
crease at either school in tutees' motivation and self-direction toward
the tutoring sessions .(as assessed by the tutor) and while working on
" the tutored subject matter (as assessed by the teacher), but tutees
at both schools demonstrated a fairly high level at the beginning of
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the tutoring procedure and maintained it throughout. An interesting
sidelight is that the tutors con81stent1y rated the tutees hxgher on
motxvatxon than the teacherd did.

The results for the tutee achievement obJectlve indicate an in-
crease in the level of achievement when considering the tutored skills
or items. There was a larger increase for the Victory and Thoreau
reading tutees on the tutored skills than for their simulated comparison
groups. The results for the Thoreau math tutees indicated that they
increased more than their comparison group when those test items
that covered the content of the tutoring sessions were considered.

The results regarding the tutors' ability to conduct sessions were
positive. The tutors indicated on self-evaluation forms that they
completed 93 percent of the tasks recommended in the IGM book, while
the Center observers felt that they completed 89 peércent of these
tasks. A combination of these two sets of data resulted in a grand mean
of 92 percent. -

The school faculty demonstrated its .ability to implement the
tutoring procedure by performing 12 planning and 9 maintenance tasks.
The results of interviews and self-évaluations indicated that all tasks
were performed in both schools by one adult or another. Furthermore,
the involvement of each group of adults was consistent with the gulde-
lines in the IGM book with one exception: there was a total lack of -
partxcxpatlon by the teachers of the tutors at Thoreau.’ i

" The formative interviews and comment cards indicated that .the IGM
book and films contained the information needed by school personnel
to implement the tutoring procedure. Suggestions for improvement of
the book included reorganizing the information for the different readers,
limiting the formality of the procedure by deleting some of the assess-
ment practices and long-range obJectxves, and adding a booklet for
tutors.

The formality of the tutoring procedure was also related to the
question of its feasibility in an elementary school curriculum. The
demand on staff time was seen as excessive although the procedure itself
was endorsed by both faculty and participating students. The subsequent
revisions of the materials streamlined the implementation requirements
of the procedure and thereby encouraged its use in the elementary school.
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MEMORANDUM OF AGREEMENT
BETWEEN.. o
THE WISCONSIN RESEARCH AND' DEVELOPMENT CENTER FOR COGNITIVE LEARNING

AND

THE MILWAUKEE SCHOOL DISTRICT __(SCHOOL DISTRICT) ~

V

The Wisconsin Research and Development Center for Cognitive Learning (Cenﬁer)

and the Milwaukee School District - (School District) agree to

cooperate in Type I field test monitored closely by Center personnel, during )

the school year 1972-73 of the following motivgtional instructional procedures

developed by the Ccnter: Guiding Older Children as Tutors ) -

A. The Center agrees to:

- 1. Provide a two day inservice workshop for the district coordinator, ,
the building principal and the unit leaders in the methods and concepts
related to the motivational instructional procedures. :

2. Provide travel, lodging aﬁd meal expenISQ for the participants in the
inservice. ‘

3. Provide for each participating adult a book, Individually Guided
Motivation: Guidelines for Implementation, and lend the appropriate
films associated with the selected procedures.

4. Send Center personnel to visit the participating school(s) at least
three times a semester. ‘ :

5. Develop, in conjunction with the school, a'plan for evaluating the
effectiveness of the motivational instructional procedures.

6. Provide at least five copies of the fieldéé;st report by August 30, 1973,
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7. Respond to inquiries from School District personnel regarding the
implementation of the program.

: B.. The School District agrees to insure that:

1. The program is implemented in the following schools according to

the specifications provided in the book, discussed in the inservice,

and agreed to in the plan mentioned in A.5. Victory School and
Thoreau School V

2. Personnel specified in A.1l. will attend a two-dey inservice in the
methods and concepts related to the motivational instructional
procedures.

3. School pereonnel will cooperate in the evaluation of the program as
specified in the plan mentioned in A.S.

4. Personnel specified in A.l. will conduct the necessary inservice
program for the staff in the building as specified in the plan
mentioned in A.S5.

C. The terms of this agreement shall be in force ‘rom the time it is fully
_ executed through June 30, 1973.

Agreed to: Agreed to:

William R. Bush, Deputy Director ’ Name
Wisconsin Research and Development Center .

Date | < ~ ‘Date

ePO g10—038-7 s
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MOTIVATION AND SELF-DIRECT]ION
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CHECKLIST FOR ASSESSING GENERAL LEVEL OF MOTIVATION

(Table 2.2) ) . L=

Name of Student : Date

Directions: Rate the child on each of the behaviors listed below. Put a number °
beside the behavior to indicate how often the child exhibits the
behavior. Use this key: '

1 = seldom 2 = gometimes ) 3 = usually

Behavior Rating

-

1. Attends to the teacher, other children, or a task when attention
is required.

§
B

2. Begins tasks promptly.

3, Seeks feedback concerning performance on tasks.

4. Returns to tasks voluntarily after interruption or initial lack
of progress.

5. Persists in tasks until completed.
6. Continues working when the teacher leaves the room.
7. Does additional work during school hours.

8. Works on school-related activities outside school hours.

9. Identifies activities that are relevant for class projects.

10. Seeks suggestions for going beyond minimum amount or §uality
of work. (3,;

tJ
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CHECKLIST FOR ASSESSING MOTIVATION AND SELF DIRECTION
DURING THE TUTORING PROGRAM *
(Table 5.4)

Name of Tutee Date
Directions: Mark how the child behaves on each of the things listed beldﬁ.

If he seldom does it, put a "X" under the ''Seldom" column.
If he does it sometimes, put an "X" under the "Sometimes' column.
If he usually does it, put an "X" under the "Usually" column.

SOME-
SELDOM | TIMES USUALLY

1. v ,‘ comes to the tutoring session on time.
(Name of tutee)

2. pays attention to you ithe tutor) and
the work you are doing.

3. brings any materials he needs to the o . - .
tutoring session. -

4. is friendly toward you.

5. If you ask him, can tell you what he
is going to work on during the session.

6. continues to work during the session.

7. takes responsibility for setting up
materials and deciding how much time to spend on
each activity. :

8. i takes responsibility for his owu
learning, needing only a small amount of feedback and
praise from you.

9. Outside of the tutoring sessions,
persists at his work in the subject matter of the
tutoring. . .

10. o works independently in the subject
matter of the tutoring. 8

11. ] works outside school hours in the
subject matter of the tutoring.’

\

* Items'l - 8 can be filled in by the tutor.

"Items 9 - 11 should be filled in by a teacher. .

_ . !
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APPENDIX C

TEST USED TO ASSESS THOREAU TUTEE READING
ACHIEVEMENT
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MANUAL OF DIRECTIONS

~"Test 1: Vocabulary
Tests 2 - 8: Word Analysis
Tests 9, 10: Structural Analysis -

Test 1: Vocabulary | Total Poipts
|  Part A (Preprimer-Primer) ‘10 R

Part B- (First Grade) 10

Part C (Second Grade) 10 30
Test 2: Beginning Consonants ’ 1013
Test 3: Final Congoﬁants o . - ﬂ 10
Test 4: Short Vowels | 10
Test 5: Long Vowels . 10
Test 6: Irregular Vowel Patterns 10
Test 7: Digraphs% ‘ 10
Test 8: Consonant Blends : N 10
.Test 9: Contractions | 10

Test 10: Base Words ' ‘ 107
' ‘ : 120

66
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Test 1: Vocabulary

Directions: Look at the example at the top of the page. You see three words.
I will say one of the words. Circle the word I pronounce. The word is for.
(Demonstrate on board. Chéck to see that the children circle correctly).

We will do the rest of the page the same way. .

4

Section A (Pre~primer Vocabulary) (

Proqounce:
1. and ’ 6. what
- 2. Jump 7. for
3. was 8. ran
4. 1look 9. little
5. must 10. you

Section B (First Grade)

1. after 6. please

2. when 7. round

3. know ‘ 8. think

4. going 9. some

5. his 10. stop

Section C (Second Grade) B .
1. would . 6. pull

2. wash 7. sleep

3. their 8. best

4. goes 9. tell

5. around 10. very ' u
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Test -2: leg}ﬁning'Comon'antl ‘ .

Directions: Loof at the example at the top of your page. I will préhounce two
words which both begin with the same letter. Circle the letter which you hear at
the beginning of both of these words. ' .

Example: cow, cup

We will do the rest of the page the same way.

Circle the letter which yéu hear
at the beginning of both of these words. s

1. make, must
2. sight, some" )
3. real, round v{” '
4. gate, geesge ‘
5. bank, bomb ; :
6. taste, tear B .
7; pilot, .pair-
‘ 8. next, note
9. copy, coast
10. :

fame, follow . .

Test 3: Ending Consonants

Directions: Look at the example at the top of your page. I will pronounce two words
which both end with the same letter. Circle the letter which you hear at the end of
both ofithege words. e

Example: stuff, cliff

Circle the letter you hear at the end
of both of the words. - ) P . '

‘We will do the rest of the page the same way.

1. dream, claim 6. wren, seen

2. seed, bgnd ' v » 7. yell, spool v'f. ", ’
3. yeast, £ght 8. back", desk

4. hug, frog 9..'f11x, mix N
5. lamp: trip 10. knob, crab

aro 010-035-6
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Teat 4 Short'Vovels

' Directions: Look at the example at the top of the page;' I will pronounce a
word. Listen carefully for the vowel sound. Circle the word which I pronounce.

Example: dock

We will do the rest of this test the same way. Listen for the vowel sound and circle
the word which I pronounce. '

1. but . - ) | 6. cot
2. tap 7. pet
3. pin ‘ 8. sap i
4. pit . 9. did o

© 5. bud 10. hot

¢

4

Test 5: Long Vowels

Directions: Look at the example at the top of the page{ I will pronounce a word.
Listen carefully for the vowel sound. Circle the word which I pronounce.

Example: &amg

We will do the rest of this test the same way. Listen for the vowel sound and circle
the word which I pronounce.

1L pine ‘ 6. be

2. ate ’ 7. rode
3. Ldeal‘ | ‘ | : 8. gait
4. tha’s_ Lo S 9. bane
5. icub; e 10. toe

-~

)i
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Test 6: Irregular Vowel Patterns ) : | /

- Directions: Look at the example at the tocp of your page. I will pronounce a word/
for you. Listen carefully to the vowels in the word. Circle the word with the /

correct vowel sound.
Example:

toil ] | ' /
tale ’ /

We will do the rest of the test the same way. Circle the word with the corrqét
vowel sound. /

1. boot ~ 6. lead | j
2. boy | _ 7. law. ;
3. woan 7 r ' : 8. soil. ;
4. toast ) 9. cow {
5. cube 10. pail |

i

Test 7: .Digraphs < . j
- /

. . [ ) -
Directions: Look at the example at the top of the page. I will prongunce a word
for you. Listen carefully for the consonants which go together to mafe a team.
Circle the word in which you hear .the consonant team. /

Example: chain ' |
share 3
« |
1. chum | 6. ship i | N
2. thin _ 7. cheap _
-3. then 8. whale —
4. when = 9. when F s
5. shin 10. shell
]
J\l
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Test 8: Consonant Blends

Directions: Look at the example box at the top of your page. I'm going to say
. a word for you. Listen carefully for the first two letters in the word. Decide
what they are and circle the word beginning with those two letters.

JExample:
snore
floor

We'll do the rest of the page the same way. Listen fgt the first two letters
in the word and circle the word beginning with those letters.

1. clear 6. pray

2, fly 7. plan

3. grow : 8. friend
‘4. sneeze i ) 9. brought
5. spank 10. smile
Test 9: Cantractions o

Directions: Look at the example at the top of the page. There is a sentence
with three word choices at the end. One of these words is a contraction. It is
made up of two words and makes sense in the sentence. I will read the sentence
aloud. Choose the contraction at the end that fmakes the sentence correct.

Example: ’ going to school.  She is

Don't

We'll do the rest of this test the same way. Choose the contraction éhat fits in
the blank to make the sentence correct.

1. She play here. can't

2, in the box? What's

3. We like bugs. don't

4. a yellow ball. it's

5. They know have fun. we'll

6. worth five cents. That's

7. Mary said, " go to the store." I'll

8. The girl see the door. didn't

9. be late to eat. Don't - s

-10. looking for it now. He's
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Test 10: Basewords

Directions: . Look at the example box at the top of the page. What is the root word
or base word for the word. going? 1Is it goes, ing, or go? Choose the correct word
and circle it. : : *

L_f Example: going ~ goes

ing

Do the rest of the page thé same Way. Look atbthe word beside each number and then
at the three words beside it. Decide which one is the base word or root word and
circle the correct one. Go ahead with the work on your own.

&

1. come
2, find ‘ . ‘ .
3. help |
4. Jump
5. play
6. ride ;
?. woman
) 8. call
9. sing

10. wash-

. 5 | :
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STUDENT TEST BOOKLET

Name 2 : Room

Example: big
can

for

Test 1: Vocabulary

A. 1. anm . : ‘ 6. went
and vhat
awvay ‘ white

2. jump 7. find
help - “ for
play under

3. saw 8. came
| she ate
vas ; _ ran

4. soon . . 9.. little
look K ) * funny
good X . will

- ¢ 5. must B 10. yes
* but i you‘ B
our : ~. . yellow

Score:

4




70 Test 1: Vocabulary
B. 1. after 6. pretty s
again pléase
ask goingi
2. widlk 7. round
were how
when know
3. chank 8. came
walk ate .
know ran
4. going - :\\ 9. ‘i’fj’fittle
every \\\\i\ ) j’ funny
give T will
5. her 10, yes
his you . -
h:l.;n yellow ‘i Score:
C. 1. work 6. ;11
» ﬁ
your ?ull
would fcold
2. wash 7. sing
wish sleep
“why | < sit
3. righ: ’ 8. fast
their ‘ made
‘fead best
4. green 9. off ———
goes pﬁll
gave tell
5. around N 10. many
found vefy ¢
would made Scoi’e :




Test 2: Beginning Consonants

Room

71

Example: b .
c
w
1. 6.
2. ’ 7. -
3. \ 8.
4. 9.
10.

. 5.‘

Score:

-
»




12

Name

v

Test 3: PFinal Consonants

v

Example:

L. L

Room

3. ¢t

10.

PO 810-035-8
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Name: Room:
Tast 4: Shért Vowels ’
Examplé: duck
dock
deck
1. but 6. cot
bat cat
bet cut
2. top 7; pit
tip pet
tap pot
3. pen 8. sa}
Pan sup
k pin sip
4. pet 9. did
pit 3 dud
pot‘ dad
5. bad 10. hot
bud hat
bed hut
Score:
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Name: Room:
Test 5: Long Vowels -
Example: dime &
; dome
dame )
1. p}ne 6. by
pane be
pin bow
2. at 7. rod
ate ride )
all e rode
3. dell 7 8. gait
deal géitu
dill ‘got
4. toast : 9. bone
tossed bane
E;st ban
5. curb 10. toe
cube tog S,
cub tot . '

Score:




L4

Test 6: Irregular Vowel Patterns

Example:

tool
toil

tale

Room:

75

cub

1. boat . 6. 1lded 2
. boot * load
bout lead
2. boy - 7. low
bow law
bay lie ..
3. moon 8. soil
) morn sale
moan . ’ soul
4. toast | 9£ cam
tossed N cow
test coy -
5. curb 10.. pail
" cube pal )
peal

Score:
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Name: - Room:

Test 7: Digraphs

Example: chair

share
. . there
1. shun o 6. chip
chum - ship
- hum ‘ hip
2. thi? N - 7. sheep
tin ) chegp
chin ' ‘ steep
3. ten’ 8. whale
then ' | trail
hen f ' chair , .-
| 4. wet : , . 9. them
~ when 3 when
hen . shin ‘
i
“’5. sin oL % 5 10. sell ]
v thin : ‘ shell
shin ’ \ ) ‘wheel

Score:

oo 8
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Name: : Room:

Test 8: Consonant Blends L ‘ .

Example: store

snore
floor }
1. pl 6. fr k\
cl pi
bl br
.
y 2. f1 7. pr
sl pl
gl e bl
3. gl 8. f1
8r cr -
Pr ‘ °fr
4. sn 9. wvr o
. sm pr
k s1 6 br
. 5, st 10. sm
sk sp
sp . sn -
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Name:

Test 9:

Contractions

Ex:

‘ going to school.

Room:

She is
She's
Don't

play here.

can't - S
can

cant

in the box?

L

What
What's -

Where w oo

7
like bugs.

don't

do not

a yellow ball.

5. They know

have fun.

1S

worth five cents.

7. Mary aiid,

O
"

L3

_ 80 to the store."

. ¥

8. The girl

gee the door.

v

v 8.
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g. ,,/ be vlate to eat. He's

looking for it now. : Hes

o
. He's
Were
»
) .
.
/ - ) ’
-
/ kS 2 1] :
!‘ 3
; .
, 3 °
£
. L
L] hd .
ol ‘
, r
g v ” -
. ,
.
A
¢ ©
- -~ 4
- « *
, ] :
;
. . .
n b
. -
o
.
“ N -
.
.
.
.
.
L3
* 4 -
L
- . v'h N
C « !
- ’ -
e z
[ - -
i 4 P o
R
o . ¢ '
& ’ -
.
. . . R
- N - e v
Score:
1) . "
* * -
. I
e ‘ % :
, - S 1
e W
| : . T : ST
: . e .
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Name: - Room:

Test 10: Basewords

. Example: going goes _
ing
- %
1. comes _ com _ 6. rides ridL
coms rid
\ come i A ri%ing
2. finding fiﬁ' 7. woman's wo%an
| find ‘ ma%
finds w&m
3. helped helpe 8. called l%d
‘helps 1 " (Ii\\\\all
help all
. \ | 4_'- ‘j umping jump : 9. singing \Qtéing
-jum ] fin
ping : ‘sang
5. playsA lay LO. washed ﬁwas
play - " ywash
- lays ﬁ shell

‘
‘ |
| 1
\
‘
‘

Q
aro 100384 ; 2eorel




APPENDIX D

GUIDELINES FOR TUTORING WITH SELF-ASSESSMENT CHECKLIST!

|
b
i
i
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1

I
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. . L
GUIDELINES FOR TUTORING WITH SELF-ASSESSMENT CHECKLIST

! ﬂTable 5.2) K
. . Name Date .

v

Steps in Tutoring o _ ) Yes | No+

1. Be'on time to the tutoring session.

2. Be prepared with‘the materials you will ise,

I - » N .
3. Sit beside the tutee, ;athgt‘than in front of him.

|4. Greet the tutee pleasantly to start the session
‘and talk with him about something he is interested in.

|5. Discuss with the tutee what w£11 be studied or
ptacticed that day.

° 6.5 Look at the tutee when either of you speaks.

7. Ask a question or give an instruction to the tutee.

EY

8. Speak‘slowly and clearly. - 3
9. Wait for the tutee to ansver each question you ask
or to complete each exercise given. Zy ~ “
10. For’every eortect’and complete answer, tell the 1&. o
tutee his answer is correct. .
11. Praise the tutee when he gives correct answers.
12. Praise the tutee for trying.i - ' . ‘ | ,
13. Correct the tutee 8 wrong or inconplete ansvers.
Do not pass over them
{ 14. Set a good example for the tutee” by paying Y .
. attention to the wnrk and showing him that you s
! s -like the subject mattet. , :
' 15. Be pleasant and try to-be helpful throughout the
session, especially when the tutee may not seem ‘e .

to learn or understand. ; y

16. Near the end of the session, review with the =~
tutee what he learned during thé session and
praise hix for having worked hard and -learned.

17. Tell the tutee when and where you will meet
for the next session. -




, | " APPENDIX E |
INSTRUMENTS USED TO ASSESS TEACHER IMPLEMENTATION
\ " |
F4 s
, .
« \
- . 83 .
) . -
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PLANNING GUIDE FOR TUTORING
(Table 5.5)

Date Date " Person(s)
to to Responsible
Tasks To Be Accomplished ' Start Finish

1. Prepare a schedule for inservice
education related to the tutor-
ing program. - For inservice ses-
sions, follow or revise the proce--
dures described in Table 1.5.

2. Adopt or revise the objectives for
tutees as given in Table 5.1.

3. Select the subject matter area(s)
for tutoring and decide whether
tutoring will be directed toward :
practice of skills or guidance of o
independent study activities.

4. Adopt or revise the tutoring pro-
cedures in Table 5.2. Plan and
assign responsibility for teach- T
ing tutors to use the procedures. >

5. Establish the criteria for select
ing the tutees and the tutors.

6. Plan the evaluation procedures
that will be used to determine
the tutee's progress, to be sure

- that the program is being carried

. out correctly, and to ascertain -

: the effectiveness of the program. ‘

- 7. Pre;are the record-keeping forms, -
adapting Tables 2.2, 4.6, 5.2, 5.3,
5.4, and 5.5 as desired.

8. Prepare a liat of the instruc- :
tional materials and tests that a
the tutors and tutees will use.
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p—

Tasks To Be Accomplished

Date
to
Start

Date
to
Finish

iferaon(s)

Responsible

9.

Select the tutors and teach them
the tutoring procedures.

10. Select the tutees and discuss
with them their role in the tutor-
ing sessions. ' -
“11. Match tutors and tutees.
12. Schedule times and places for

tutoring sessions and arrange to
Provide necessary instructions
and materia.s.

7
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o

TASKS TO BE ACCOMPLISHED BY ADULTS DURING TUTORING PROGRAM
- (Table 5.3) . .

o

Name Date

Directions: Check one of the following to describe yourself:

Coordinator _ Other (please explain)
Teacher of tutor Aide ‘

Teacher of tutee

Check each of the tasks below that you have completed. If a task is not checked
we will assume that you did not do it. Also, please add any comments you feel

may be helpful. Thank you. ) ‘ .

Tasks . Check { Comments

1. Planned specific activities for each . .
tutor-tutee pair that you are responsible -
fO!‘. . ) - *

2. Monitored tutoring sessions. .

3. Assessed the effectiveness of each tutor-
tutee relationship. Provided guidance
or changed pairings, if necessary.

4. Provided feedback and guidance to the IS F S
/ K
tutor(s). '

Provided feedback and guidance to the
tutee(s).

6. Praised the tutor for attaining his.
- objectives, including increasing
self-direction, if appropriate.

7. Praised thé tutee for attaining his ‘ s
objectives, including increasing
.+ self-direction.

\ar

8. Assessed whether the content of the : e
tutoring session was appropriate i ‘ L
for the tutee and proceeded accordingly. ‘ o

"9, Related the content of the tutoring . ; 5
session to the tutee's regular in- ” '
structional program.’




~/

. APPENDIX F ‘_
INSTRUMENTS USED TO ASSESS SUFFICIENCY OF IGM MATERIALS
’ AND FEASIBILITY OF THE TUTORING PROCEDURE
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TEACHER COMMENT CARD

Comment Card
IGM - Tutoring Field Test

1972-1973
Name __ ' School Date
Position
Material being commented on: (citcle one) Film Book other

Specific reference: (e.g., state name of film, léction, ﬁage in book, table no., etc.)

o -

*

Question/Problem PR

& +Z

Do you have any recommendations on how to lolfe problem or question raised?

Have you tried out your suggestion? ‘ ..

ff s0, what was the result? :

What portion of the materials have worked well for you? L -

o

() * PO 810-035-8
L8
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: e
FORMATIVE EVALUATION QUESTIONS
. TUTORING FIELD TEST
Book - General
- 1. Who reads it?
2. Who studies it? ’
’ 3. Who finds it helpful? i
4. How is it used in the locél inservice? U.
5. 1Is the current organization of the book usable? v
Boek - Chapter by Chapter (1, 2, 5) ¢
1. Who reads it? ) )
2. Who fills in‘thé'questions? ———
: 3. How are the questions'used>in the local inservice?
| 4, What are the answers given to the questions? -
T 5. Are the‘qu;stioqp helpful in reading the book? =
6. How are the tables used?’ A -
7. Who uses the tables?
8: Are the tables helpful in'implemehting the program?
Films - ._
1. Whoiviews them? -
2. How freQuently are they used? . : T ';
3. 1Is there any content that should be added? ’
. Is there any content that should he cut? ¢ \
5. How are the films used in the local inservice?
N | g
Baseline Datd Gathering ) )
1. How much time is spent?? T :
2. Ts it felt to be worthwhile? - : S
3.‘ Who is involved?
4."What is the organizational sgruccure'fdy gathering baseline data? -

v - “*y
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-

Student Selection ﬁrocedure‘

1.

& WwN

U

.

How much time 1is spent§

What procedure is used? .

Who is involved? ‘
What alterndtives are recommended?
Is it felt tohbé worthwhile?

y 4 "

A

Tutor Lessons
1.

2
e

4,

" Are tﬁﬁy used? .

How are they used? )
Do they necd modification?
Do they need t® be available in another form?

Evaluation Frocedure -
1.

2.

3.

Is it implemented?
Is it felt to be worthwhile?

Does it need to be modified?

.
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National Evaluation Committee .

Francis*S. Chase, Committee Chairman ' L. R. Goulet ’ .
Emeritus Professor, Department of Education Departments of Educational Psychology and. Psy®hology
University of ‘Chicago L University of Illinois—Champaign-Urbana !

Helen Bain - Chester W. Harris *

Past President Department of Educatlon
National Education Association University of California—Santa Barbara

Lyle E. Bourne, Jr. . “  W. G. Katzenmeyer
Institute for the Study of Intellectual Behavior Department of Education
University of Colorado Duke University

Sue Buel ) . Hugh™Y. Scott
Dissemination and Installation Services Department of Educatlon
Northwest Regional Educational Laboratory Howard University

Roald Campbell Barbara Thompson
Emeritus Professor, Department of Educatxona] ‘Superintendent of Public Instruction
Administration State of Wisconsin,

The Ohio State University Joanna Williams

Departpfent of Psychology and Education

George E. Dickson - . .
Teachetrs’ College, Columbia University

. College of Education
University of Toledo

N

Executive- Committee 7 ,,‘A ) 5\\
Richard A. Rossmiller, Committee Chairman . ' Herbert J. Klausmeier
Director . Principal Investigator ~
R & D Center - R & D Center ?
William R. Bush ~ Joel R. Levin .
Deputy Director rincipal Investigator
-R & D Center . - R & D Center
M. Vere DeVauit . James M. Moser ' i
Professor of Cirriculum and Instructlon - Senior Research Scientist v
School of Education R & D Center
Dale D. Johnson Len VanEss N
Assistant Dean < Associate *Vice Chancellor
. School of Education ) University of* Wisconsin—Madison
Karlyn Kamm
Developmental Specialist
. R & D Center . ty
Faculty of Principal Investigators
Vernon L. Allen James Lipham
Professor " Professor
Psychology Educational Administration”
B. Dean Bowles Wayne Otto
Professor ‘ Professor - - -
~ Educationai Administration S Curriculum ,and Instruction
>
Marvin J. Fruth - . Robert Petzold . '
. Professor. ‘ E Professor :
1 « Educational Admmlstratlon Curriculum and Instruction
John G. Harvey Thomas A. Romberg - N
Associate Professor Professor i
,  Mathematics . . Curriculum and Instruction
Frank H. Hooper ‘ Richard A. Rpssmiller »
Professor . Professor
Child and Family Studies Educational Administration
Herbert J. Klausmeier Dennis W. Spuck
V. A. C. Henmon Professor Assistant Professor -
Educational Psychology . . Eduecational Administration
Gisela Labouvie-Vief Richard L. Venezky
Assistant Professor ) Professor
Educational Psychology Computer Sciences
Joel R. Levin . . - Larey M. Wilder . .
: Professor : : . Assistant Professor L
Educational Psychology * : . Child and Family Studies
. L. Joseph Lins . ' e o 3 ‘ .
© Professor e h - e .
Instltutlonal Studies T ) . . N
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